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Abstract
Self-determined Motivation, Emotional Intelligence, Persistence Attitudes, and 
Persistence Behaviors are non-cognitive factors that influence students’ academic 
progression. This study examined the associations between Self-determined Motivation, 
El, Persistence Attitudes, and Persistence Behaviors and the degree to which El, as a 
mediating variable, influenced these constructs.
The participants in this study included N  = 200 Black second year students' with n 
= 100 participants from the private HBCU and n = 100 participants from the public 
HBCU. The AMS measured participants' self-determined motivation, the MSCEIT 
measured Emotional Intelligence, the IIS measured persistence attitudes, and the PBQ 
measured students' persistence behavior. The Pearson’s r statistic provided data that 
revealed respective relationships between students’ intrinsic and extrinsic motivation and 
their persistence attitudes, with the most frequent connections occurring between the self- 
determination orientations and forms and participants' perceptions o f faculty care and 
concern for student development and teaching. When observing students' emotional 
intelligence, most of the relationships were between El and the persistence attitudes for 
the total sample and El and Persistence Plans for the total and private samples. However, 
a mediation analysis revealed no mediating relationships between the students' El and 
their self-determined motivation, persistence attitudes, persistence behavior, respectively.
Evanda Shentelle Watts-Martinez
Educational Policy, Planning, and Leadership Program, School o f Education 
The College of William & Mary in Virginia
Chapter One: Introduction
Public focus on higher education outcomes, in particular the completion agenda 
(Lee, Edwards, Menon, & Rawls, 2011; Lumina Foundation, 2009), has researchers 
looking for factors that contribute to persistence and college completion. Attention is 
especially focused on outcomes for Black students as this population lags behind others 
in terms of college degree completion (Allen, Jayakumar, Griffin, & Hurtado, 2005; 
Bowen & Bok, 1998; Hill, & Boes, 2013). Gasman (2011) reported that 41% of Black 
students enrolled in postsecondary education institutions nationwide completed their 
undergraduate degrees in six years. This rate trails White (60%), Asian and Pacific 
Islanders (67%) and Hispanic (48%) degree completers (National Center for Education 
Statistics, 2010). On the one hand, research on persistence for Black undergraduates 
links their slow progression in college and the slow rate of degree completion to factors 
tied to the African-American community's socioeconomic status (Alford, 2000; Allen, 
Epps, & Haniff, 1991; King, 2002; Lotkowski, Robbins, & Noeth, 2004). Low social 
economic status for African Americans correlates to pre-college factors that jeopardize 
college success, such as weak high school academic records, low SAT and ACT scores, 
and the lack of rigor in their high school curriculums (Allen et al., 1991; Gasman, 2013; 
Lynch & Engle, 2010). Other factors contributing to academic deficits that affect Black 
learners in college include dysfunctional family situations (Vedder, Boekaerts, & Seeger, 
2005), lack of cultural sensitivity on campus regarding minority concerns (Mortimore & 
Wall, 2009), and low levels o f institutional encouragement and support (Cooper, Massey, 
& Graham, 2006).
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Blacks who progress and complete their college degrees, on the other hand, 
receive assistance and encouragement from college graduates and non-graduates in their 
families and in communities that hold high educational expectations o f them (Davis- 
Kean, 2005; Herndon & Hirt, 2004; McDonald, 2011; Vedder et al., 2005). They also 
work with caring and committed secondary and postsecondary educators who motivate 
them to take intellectual risks in a safe environment (Allen, 1992a). Regardless o f their 
levels o f support and motivation, academic performance levels and the extent to which 
they progress on campus, Blacks have similar responses when facing the possibility of 
underachievement. According to van Laar (2000), when Black students first encounter 
academic failure on campus, most of them, including those who are academically 
advanced, experience negative emotions that cause them to have low perceptions of their 
academic abilities. These experiences often lead to feelings of insecurity, which may 
diminish their desire to progress on campus (Schunk, Pintrich, & Meece, 2008; Vedder et 
al., 2005). The connections among Black students' motivation, emotions, and academic 
progression demonstrate the value in studying these variables that are important to their 
success and argue for studying how their self-determination or motivation and emotional 
intelligence influence their attitudes toward their academic persistence on college 
campuses (Graham, 1988; Phillips & Herlihy, 2009).
The issue o f persistence among Black college students, particularly those 
attending historically Black colleges and universities (HBCUs) is important to understand 
better because more African-Americans have achieved and have notably graduated at 
higher rates from HBCUs than Blacks attending predominately White Institutions (PWIs)
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(Allen et al., 1991; Davis, Dias-Bowie, Greenberg, Klukken, Pollio, Thomas et al., 2004). 
Therefore, understanding and addressing the factors of academic progression among 
Black learners at HBCUs (Phillips & Herlihy, 2009) may help create supports for other 
students in similar contexts or may provide insights for Black students at PWIs.
In their historical role o f providing a gateway for African-Americans into higher 
education (Brown, II & Ricard, 2007), HBCUs have been criticized for their average six- 
year degree completion numbers as this rate (37%) has been compared to the national six- 
year rate of 56% and to the 41% of the Black student graduation rate nationwide 
(Gasman, 2011). Gasman (2013) argued that the degree completion rates among Blacks 
at these institutions do not fully explain the students' overall progress on HBCU 
campuses. Instead, these rates are indicative of the reality that HBCUs enroll low 
income, first-generation learners, and students with lower SATs than their PWI 
counterparts (Syder, 2013). Lee (2011) provided information to assist with 
understanding that the HBCU completion rates account for 9.7% of the nation's total 
Black enrollment in higher education across the country. Both Gasman (2013) and Lee 
(2011) established that the degree completion numbers among Blacks at HBCUs should 
not be overshadowed by the institutions' ability to provide opportunities for students in 
general, and Blacks in particular, to enter into and grow as a result o f participating in an 
academic environment that fosters faculty-student relationships. These relationships not 
only motivate Black HBCU learners' desire and ability to reach their professors' high 
academic expectations (McDonald, 2011), but also support their emotional development 
throughout their academic and overall growth experiences on their campuses (Liff, 2003; 
Rogers & Summers, 2008).
The Problem Statement
Research documents the connections between emotional intelligence and 
persistence through observations on student motivation and self-determination (Acat & 
Dereli, 2012; Birer, 2012; Deci & Ryan, 1995a; Dweck, 2002; Goodman et al., 2011). 
Scholars have maintained that students' self-determination is a part o f their emotional 
intelligence (Birer, 2012), and is a source of empowerment that mobilizes individuals' 
thoughts and movement toward a specified goal (Acat & Dereli, 2012). Self- 
determination as defined in this manner indicates that individuals who motivate students 
through the acknowledgment of their abilities energize them in their education 
experience. Dweck (2002) provided support for this notion in her study of youths who 
received acknowledgements for their academic skills. She found that students who are 
given recognition for effort, opposed to cognitive intellect, see themselves as competent 
individuals who are able to cope with and overcome difficulties that may be perceived as 
obstacles to their goals. This finding does not diminish students' cognitive abilities, but 
instead highlights the possibility that a different form of intelligence contributes to 
students' progression toward their goals. As well, Birer (2012) posited that individuals' 
motivation to complete tasks and reach goals has to do with their will or determination to 
achieve. He held that a person's will or willingness is an emotional factor that facilitates 
cognitive intellect, and argued that one's emotional intelligence could not be separated 
from their internal motivation to learn since emotions come from the source of the 
personality. These assertions begin to explain emotions as a source o f motivation, but the 
differential influences that emotional intelligence has on self-determination and 
persistence in the contexts of Black students at HBCUs were uncertain.
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Self-Determination. When discussing students' determination in higher 
education settings, it is important to observe the theory of Self-Determination in terms of 
its approach to understanding human motivation (Deci & Ryan, 1995a). Deci and Ryan's 
(2000a) Self-Determination Theory offers a framework for examining individuals' 
intrinsic and extrinsic motivation and references the notions o f self-determination, 
motivation, and self-determined motivation interchangeably when discussing students' 
psychological need to feel competent, related, and autonomous. Intrinsic motivation 
refers to individuals' desire to learn for learning’s sake (Covington & Mueller, 2001). 
Therefore, when students' interest in learning is based on their enjoyment o f acquiring 
new information, they are considered to be intrinsically or internally motivated (Deci & 
Ryan, 1995a/2000a). Conversely, extrinsic motivation is demonstrated when individuals 
perform an activity because of external influences (Deci & Ryan, 2000a). For example, 
students may put forth the effort to learn new information in order to receive praise, 
please an authority figure, or move into a new career.
Considering that both intrinsically or extrinsically motivated students have the 
need to feel a sense o f autonomy, competence and relatedness in their education 
environments, individuals motivated mostly by external factors tend to find their 
academic tasks to be less enjoyable and interesting as compared to those who are 
internally driven (Wild, Enzle, Niz, & Deci, 1997). Thus, an emphasis on external forces 
can undermine feelings o f autonomy in the learning setting and further diminish 
individuals' intrinsic motivation, which would impact students’ feelings o f competence 
and connection with the environment (Wild et al., 1997). In contrast, intrinsically 
motivated students feel competent and perceive themselves as being capable in an
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academic setting in which they feel connected (Deci & Ryan, 2000a; Niemiec & Ryan, 
2009). Intrinsically motivated learners are better able to fulfill their psychological needs 
that serve as a foundation for effective interactions with others and for understanding that 
their urges to function as managers of their own lives as opposed to functioning 
independently of other students are natural (Deci & Ryan, 1995a).
As with many college students, Blacks will likely view themselves as self- 
determined learners when educators support their autonomy in ways that facilitate their 
intrinsic motivation and increase their sense of competence and feelings o f relatedness in 
the learning environment (Niemiec & Ryan, 2009). They may also feel a greater sense of 
self-determination when professors acknowledge and appreciate their efforts in an 
academic environment (Kaplan & Owings, 2000), which allows intrinsic and extrinsic 
motivation to coexist in ways that are balanced and productive (Covington & Mueller, 
2001). When Black learners experience perceived competence and feel internally 
motivated in environments that not only support their autonomy, but also embrace their 
need for relatedness, they are better able to "meet the challenges of their academic work" 
and envision life beyond their present circumstances (Milner, IV, 2007; Niemiec, &
Ryan, 2009, p. 135). Opportunities to experience these feelings exist in the historically 
Black college and university setting where there is an emphasis on Black students' 
motivation, competence, interdependence, and belongingness (Freeman, Anderman, & 
Jensen, 2007). These environments promote self-understanding (Dolane, 2008) and hope 
for new possibilities (Milner, IV, 2007) relative to Black student experiences on PWI 
campuses.
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Pointedly, some Black students attempt to find ways to become self-determined 
and intrinsically motivated learners in postsecondary education settings that do not 
effectively support their academic autonomy and achievement (Adams, 2005). The lack 
of support in this regard not only conveys the message that they are outsiders on campus 
(Brower & Ketterhagan, 2004), but also leaves them to conclude they are less than 
valued, incompetent and unmotivated individuals in the higher learning community 
(Benton, 2007; Museus, 2008). Yet, Blacks who succeed at their PWIs often display high 
levels o f resilience and determination on campus (Hood, 1992). Hood (1992) who 
studied the experiences o f Black males at a PWI, found that the students allowed their 
resilience to energize their determination and commitment to their educational goals even 
when faced with obstacles. She also found that family and faculty encouragement, 
access to support services, scholarships, financial aid, and tuition reimbursement 
supported the Black males' abilities to complete their degrees. Having similar needs, 
Black females achieve and obtain their degrees at PWIs with the support o f mentors who 
show a genuine interest in their issues and concerns. Black females who reported 
working with faculty mentors at their PWIs noted that having contacts for questions or 
informal conversations supported their academic achievement and progression and 
benefitted their overall adjustment and integration experiences on campus (Phelps, 
Dagley, Tranakos-Howe, & Lyn, 2001).
Black students' adjustment and integration on campuses have been topics of 
interests for scholars who have observed Black students’ experiences at higher education 
institutions with colorblind ideologies that do not always encourage an observation or an 
assessment of race relations among students, faculty, and other personnel on campus
8
(Lewis, 2000; Niemiec & Ryan, 2009). Experts who have studied the environmental 
contexts of postsecondary institutions with African-American students in mind found that 
the growing number of Black learners at predominately White institutions and the 
changing racial composition at PWIs do not necessarily signify a change in congruency 
with minority students and the values and characteristics of their universities (Adams, 
2005; Tinto, 1987). Hence, a more diverse population on PWI campuses may not be 
indicative o f the academic communities' regard for Black students’ presence or represent 
a change in the campus' acknowledgement of the students’ need for motivation to persist 
to completion (Adams, 2005; Cabrera, Nora, & Terenzini, 1999). Instead, the increase in 
minority student enrollment at PWIs may represent a change in admission opportunities 
to enroll, the desire of minority students to attend institutions close in proximity of their 
homes, or their interest in attending a college at a nominal cost (Curs & Singell, 2010; 
Lopez Turley, 2009).
Black attendees o f PWIs who feel neglected by their White peers and professors 
find it difficult to adjust to the campus' academic and social environments, and they 
discover that their encounters with members on campus may be the root o f negative 
emotions such as feelings of incompetence and self-doubt (Chavous, Harris, Rivas, 
Helaire, & Green, 2004; Fleming, 1984; Nettles, 1991). The lack o f relatedness in the 
learning environment challenges these students’ feelings of self-determination and yet 
stresses the need for student-peer and faculty-student relationships that would serve as 
models o f achievement, determination, and success on campus (Brown, 2006).
Emotional Intelligence. Historically, emotional intelligence was viewed as 
being associated with social cognition—a construct proposed by Thorndike (1937) that
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defined individuals' ability to understand others and act wisely in relationships. Wechsler 
(1940) later devised the terms non-intellective and intellective to reference the affective, 
personal and social aspects o f humans' ability to act purposely and think rationally, and to 
socialize effectively in an environment. Human intelligence became more broadly 
understood to be composed of multiple features when Gardner (1983) questioned whether 
the I.Q. test alone fully measured intelligence. He referenced the term multiple 
intelligences to explain individuals' intrapersonal intelligence or their ability to be self- 
aware and to understand one's own emotions, strengths and goals, and interpersonal 
intelligence—the ability to relate to and understand the motives and emotions o f others. 
The notion o f multiple intelligence was furthered in the 1990s by Salovey and Mayer 
(1990) who expanded the concept of multiple intelligence and coined the term, emotional 
intelligence to reflect a four-branch theory o f an individual's capacity to perceive, 
facilitate, understand emotions, and their ability to manage or handle their feelings when 
responding to others in various situations.
Emotional intelligence as a concept and ability has been difficult for proponents 
of cognitive abilities to consider as a viable tool for addressing problems in the learning 
setting. Brody's (2004) critique o f emotional intelligence and cognitive abilities began 
with the argument that cognitive intellect is the ability to solve problems, perform tasks, 
and derive the correct answer unlike emotional intelligence, which does not demonstrate 
what is known. He asserted that emotional intelligence determines one's ability to 
respond appropriately in situations or environments in which problems may be solved or 
correct answers may be known, but in the problem-solving environment, emotional
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intelligence cannot determine whether the problems or tasks were performed correctly or 
if  the correct answers are known (Brody, 2004).
Contrasting views put forth by proponents o f emotional intelligence consider 
emotions as one o f three or four classes of mental operations (Mayer, Salovey, & Caruso, 
2000). They have also ascertained that various academic and social competencies are 
necessary if students desire to experience overall achievement and success on campus 
(Gardner, 2004; Mayer et al., 1995). Hence, students' successful matriculation through 
college requires the use of emotion, cognition, consciousness and motivation, which are 
abilities that are basic to the human function and "arise in response to human drives" like 
"hunger, thirst and human contact" (Mayer et al., 2000, p. 397).
Emotional intelligence is a basic component in students' transition through their 
degree programs, as supported in Deams' (2007) investigation, which found self- 
determination and persistence to be inclusive of emotional intelligence. Black students' 
academic progression at HBCUs and PWIs is predicated on their awareness of the role 
that their emotions play in their educational experiences and in their ability to handle 
complex problems (Fleming, 1981; Riggs & Gholar, 2009). Blacks who have had 
experiences with regulating their behavior when confronted with cultural biases and 
family-related issues (Feagin & Sikes, 1994; Tracey & Sedlacek, 1987) are likely to have 
developed the ability to cope with and alleviate negative feelings in moments of distress 
(Cameli, 2003). The development of Black students' emotional intelligence skills at 
PWIs and HBCUs is based on the support services in place and the effectiveness of the 
programs designed to assist them with navigating through difficult experiences and 
directing their attention away from negative feelings (Glomb, Bhave, Miner, & Wall,
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2011). Black students’ levels of emotional intelligence is also influenced by the 
institutions' ability to respond to their needs related to evaluating and expressing their 
feelings, making decisions, problem solving, and managing their moods in ways that 
promote their commitment to their academic goals on campus (Glomb et al., 2011; Riggs 
& Gholar, 2009). The institutions' role, in particular at HBCUs, in increasing Black 
students' emotional intelligence is critical in that such efforts could make students feel 
more connected to, and more successful in, the learning environment (Afolabi, 
Ogunmwonyi, & Okediji, 2009; Carmeli, 2003). Effectively building academic support 
programs for Black learners on any campus is impossible if  a lack of understanding 
concerning Black students' persistence attitudes and behaviors exist. For this reason, an 
exploration of the persistence attitudes and behaviors of Black students at HBCUs 
specifically would begin to address an important but lesser known topic related to their 
academic progression.
Persistence attitudes. The persistence o f all students is grounded in their desire 
to continue and to succeed on campus (Rendon, Jalomo, & Nora, 2000). This 
commitment is especially the case for those in minority populations, including Blacks 
who, despite oppositions and setbacks, have been hopeful, optimistic, and steadfast about 
earning their undergraduate degrees (Gurin & Epps, 1975; Pert-Forbes, 2004; Rendon et 
al., 2000).
Investigators who examined the concept o f persistence attitudes define as 
students' feelings about their willingness to remain and transition to higher classifications 
at their institutions (Castillo, Conoley, Choi-Pearson, Archuleta, Phoummarath, & Van 
Landingham, 2006) and their perceptions concerning their voluntary withdrawal
(Cabrera, Castaneda, Nora, & Hengstler, 1992) from the postsecondary setting. 
Persistence attitudes also refer to learners' perceptions of the academic culture, policies, 
practices and behaviors o f peers and personnel on campus (Castillo et al., 2006).
Black college students’ persistence attitudes derive from their pre-college and 
college experiences where they had varying levels o f academic and social support (Kuh, 
Kinzie, Buckley, Bridges, & Hayek, 2007; Harber, Gorman, Gengaro, Butsingh, Tsang,
& Quellette, 2012). Their interactions with educators, families, and community members 
shaped their views o f the institutions' learning culture, which in effect, influenced their 
achievement and desire to move further with their education (Harber et al., 2012;
Hurtado, Eagan, Tran, Newman, & Velasco, 2011; Mawhinney, 2011/2012). Black 
students from school systems with poor curriculums (Lee & Douglas, 2009), inflated 
dropout rates (Christie, Jolivette, & Nelson, 2007), and low expectations for student 
performance (Tyler & Boelter, 2008) are vulnerable to college withdrawal or dropout 
(Peguero, 2011; Negga, Applewhite, & Livingston, 2007). Moreover, African Americans 
whose families and communities share a tradition of dropping out of high school are at 
risk of leaving college (Christie et al., 2007). Therefore, the implementation of strategic 
services designed to increase the quality o f Blacks' academic and social experiences on 
HBCU and PWI campuses would inspire achievement thinking and the development of 
motivational attitudes that lead to degree completion (Morrow & Ackerman 2012).
Studies have shown that Black students' persistence attitudes at HBCUs are 
supported by the institutions' concern for their emotional well-being and motivation 
levels, as demonstrated through programs and services that connect their self-identity to 
achievement and persistence on campus (Lucas, 1993; Mawhinney, 2011/2012). These
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experiences are often in contrast with many Blacks attending PWIs who find themselves 
questioning their levels of competence as well as institutional practices that seem to 
function as impediments to their overall integration and persistence on campus (Flowers, 
2004; Rankin & Reason, 2005). These realities provide an understanding of Black 
students' perceptions o f academic persistence; however, it is important to observe the 
ways in which intrapsychic factors such as emotions and self-determination and 
interpsychic factors such as institutional support for academic progress (Fleming, 1984; 
Lucas, 1993; Nettles, 1988) influence their persistence behavior.
Persistence behaviors. Researchers have broadly referred to the term student 
persistence or the act of persisting in the context o f higher education as individuals' 
experiences o f moving toward an academic goal (Leppel, 2001), and an institution's 
action of transitioning students through degree completion (Seppanen, 2007). In some 
definitions, researchers have included a self-determination component to describe 
students' motivation and efforts that they put forth in order to achieve their educational 
goals (Astin, 1975/1993; Petty, 2014). Others have considered persistence to be an 
emotional laden word that is associated with individuals' desire and intent to move 
toward their educational goals despite obstacles and setbacks (Peart-Forbes, 2004).
Peart-Forbes (2004) and Saweczko (2008) highlighted the distinctions between 
student persistence and retention. They described the act of persistence as being centrally 
focused on students' movement toward degree completion, and clarified that retention is 
related to the actions of "decision-makers and administrators at postsecondary 
institutions" (Peart-Forbes, 2004, p. 4) and an institution's ability to keep students from 
one semester or year to the next (Saweczko, 2008). Ultimately, retention in this case
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results in persistence, but the focal point differs with persistence being student centered 
and retention institutionally oriented.
Reason (2009) stated that slightly over half o f the students who begin a bachelor's 
program at a four-year college complete their degrees at their initial institution of 
enrollment within six-years. Of the students who began their undergraduate programs at 
four-year institutions in 2005, 59% completed their degrees; and within this cohort, 65% 
earned their degrees at private non-profit institutions, while 57% completed bachelor's 
degrees from public non-profit institutions within six years (NCES, 2013). Considering 
the varying enrollment patterns and goals of students, persistence has also been 
acknowledged as the act o f transferring from institution to institution within an education 
system (AFT Higher Education, 2003). Further, it has been associated with the behavior 
of swirling or taking courses and moving back and forth between learners' home college 
and their destination universities until degree completion (Brown, 2001).
Researchers who investigated the enrollment and persistence behaviors of college 
students found significant disparities in the persistence rates of students in various racial 
and ethnic groups. Studies found economic factors have the most impact on students' 
intentions, abilities, and decisions to persist on their campuses (Cabrera et al., 1992; St. 
John, Shouping, Simmons, Carter, & Weber, 2004). Swail, Redd, and Pema (2003) 
concurred; their research determined that Blacks earned considerably less than Whites on 
the average and that limited finances made it difficult or impossible to "plan, save and 
invest" in the resources needed to compete with higher persisting groups”— namely, 
Whites (Swail et al., 2003, p. 8). The reality that 71% of Black undergraduates who 
attend four-year institutions are recipients of need-based grants and scholarships and are
more likely than their peers in other ethnic categories to withdraw from college (U.S. 
Department of Education, 2011) requires understanding o f Black student perceptions 
concerning academic persistence.
Black students. Research focusing on college students of color has shown that 
minorities encounter experiences that are different from their nonminority peers 
(Lindsey, Reed, Lyons, Hendricks, Meade, & Butler, 2011; Nora, Alberto, Cabrera, 
Hagedom, & Pascarella, 1996). Difficulties with finances, challenges with academic and 
social integration (Lucas, 1993), and the lack of family support have previously been 
noted as factors that tend to decrease Black students' motivation and increase their 
likelihood of college withdrawal and dropout (Lindsey et al., 2011; Nora & Cabrera, 
1996). As college attrition among Black students is higher as compared to learners from 
other ethnic backgrounds (Young, Johnson, Hawthorn, & Pugh, 2011), investigators 
found that the issues of self-understanding and self-identity affect their persistence and 
retention on campus.
Self-understanding is linked to self-identity and is considered as a predictor of 
achievement (Faye & Sharpe, 2008; Mills, 1998; Nasim, Roberts, Harrell, & Young, 
2005). Further, it results from individuals' inherent interest in learning, which becomes 
connected to and rooted in their identities as self-determined students (LaGuardia, 2009). 
Self-understanding is also a product of extrinsic interests of students whose academic 
pursuits are based on an outcome that is separate from their internal desire to learn. 
Consequently, their identities are either developed out o f preferred outcomes or based on 
goals valued by others rather than those, which emerge out of their intrinsic interests 
(LaGuardia, 2009).
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If achievement is to be realized by Black learners, it must be understood that self­
variables such as self-esteem, self-perception, and self-knowledge are related to their 
self-understanding and identity development (White & Burke, 1987), which have been 
found to have statistically significant relationships with increased academic persistence 
(Adams, 2005). Considering this, Black students must have the opportunities for self­
exploration and identity development on their campuses (Davis et al., 2004), especially 
those who have been confronted with negative stereotypes that have diminished their 
motivation and academic self-efficacy and who may have found themselves negotiating 
their Blackness throughout their educational experiences (Millane, 2010).
For decades, HBCUs have provided access to higher education for Black students 
and educated high need learners (Irvine & Fenwick, 2011) such as those who have 
struggled to negotiate their cultural identities in their secondary learning environments. 
These institutions have provided settings in which Blacks could engage in self­
exploration, self-understanding and identity development without experiencing the 
psychological distress and the subsequent emotional burdens that result from being in the 
minority on campus (Aronson, Fried, & Good, 2001; Gilbert, Dominicus, Russell, & 
Wessel, 2006; Grier-Reid, Madyun, & Buckley, 2008; Lewis & McKissic, 2010).
The fact that self-understanding and identity development have been important 
guides to Black students' development as learners at HBCUs is well documented (Davis 
et al., 2004; Harper & Gasman, 2008; Jett, 2013; Tobolowsky, Outcalt, & Mcdonough,
2005). But, unknown was how development occurs for students at different stages of 
college progression, in particular for second year students. Research has focused on the 
first-year experience and transition to college (Gardner, Barefoot, & Swing, 2001; Tinto,
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2007) and only recently has attention turned to the second year college experiences of 
students.
Second year experiences. Burgeoning research in students' second year 
experiences finds that the lack of attention devoted to sophomores hinders the 
development o f their sense of self in college (Lindholm, 2010). The limited focus on 
second year students provides educators and practitioners with scant theoretical models 
designed to assist sophomores with their intellectual and social evolution on campus 
(Baxter Magolda, 2009; Furr & Gannaway, 1982; Morgan & Davis, 1981; Richmond & 
Lemons, 1985). Nevertheless, the available scholarship advanced professional practices 
for addressing overall adjustment for sophomores on campus and their path toward self- 
understanding—including an awareness o f their roles, attitudes, values, and beliefs about 
their abilities and future aspirations (Baxter Magolda, 2009; Erickson, 1982). 
Additionally, the available sophomore research provides a theoretical foundation to 
support efforts to assist second year students with their concerns regarding their 
integration, achievement, and persistence in the academic and social environments on 
campus (Enochs & Roland, 2006; Morrow & Ackerman, 2012; Tinto, 2001). As more 
studies on second year students are conducted, higher education practitioners and others 
on campus can gain a better understanding of the conditions that cause these learners to 
function in isolation and in other ways that go against the academic path of the engaged 
student (Gardner, Pattengale, & Schreiner, 2000; Graunke & Woosley, 2005) and the 
emotionally intelligent learner (Nelson & Low, 2003).
A focus on sophomores is necessary for better understanding the critical stages of 
a group of college students who must have validation of their ability in order to construct
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meaning and gain knowledge in their early years o f college (Baxter Magolda, 2009). O f 
the various classifications of the students on campus, second year students may be most 
vulnerable considering that they are less likely than other classes o f students to be 
engaged in the learning environment or to consider faculty important to their personal 
and academic development (Graunke & Woosely, 2005). These perceptions contribute to 
their feelings o f confusion, separation, and withdrawal from the campus community 
(Gahagan & Hunter, 2006). Sophomore students' feelings o f isolation and their perceived 
lack o f connection to professionals on campus can be addressed by providing trained 
professionals who could assist them with transitioning from a general curriculum to one 
that outlines their major courses (Graunke & Woosley Lorenzetti, 2009; Sanchez- 
Leguelinel, 2008).
Freshmen were not the focus of this study because their transitional and 
adjustment issues are addressed by specific individuals and departments that are a part of 
first-year programs (Grauke & Woosely, 2005). Junior and senior level college students 
were also not the target population for this investigation given they may be the least 
vulnerable group o f students on campus because o f their close ties with faculty mentors 
and advisors who provide guidance on academic majors, careers, and graduation 
(Graunke & Woosley, 2005; Lorenzetti, 2009). As well, upper classman by their very 
status have persisted in college beyond the first few semesters, yet those at the 
sophomore level have tenuous status regarding persistence and fewer support structures 
in place. With this in mind, a focus on sophomores is important because their 
experiences differ from other cohorts of students on campus, especially given that second
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year student issues are centered on their academic needs, critical decision-making, 
developmental concerns, and the lack o f institutional attention (Pattengale, 2000).
Schaller's (2005) framework for sophomores’ development through several stages 
in their academic experiences provides a backdrop for understanding students’ 
persistence in the context o f their transitional experiences, which occur mostly during the 
entire second year o f students' life cycle on campus. She discovered that sophomores 
move through the random exploration, focused exploration, tentative choice and 
commitment stages. These stages are inclusive o f the students’ residual and undirected 
exploratory experiences from their first-year transition into their sophomore year of 
focused self-inquiries that induce their academic commitment (Fisher, Raines, & Bums, 
2011), selection of major and ensuing discovery o f self-purpose (Chickering & Reisser, 
1993), which has been found to have a positive effect on academic persistence (Gohn, 
Swartz, & Donnelly, 2011).
During the random exploration stage, students are aware of their academic majors 
and career choices, but delay making immediate decisions due to the external motivating 
influences o f parents, peers and others. The focused exploration stage is characterized by 
not only sophomores' growing awareness of their academic and career choices, but also 
the world around them. The tentative choice stage is a period during which second year 
students begin to make choices that set the direction for the remainder o f their college 
years. In this stage, sophomores' consider accepting their new responsibilities o f taking 
ownership o f their academic experiences.
The acceptance o f new responsibilities and ownership o f one's learning 
experience aligns with Baxter Magolda's (2009) idea of self-authorship in which
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individuals relinquish the assumptions that have been based on their uncritical acceptance 
o f information shared by authoritarian influences. Sophomores' experiences of self- 
authorship become evident as they begin to view knowledge presented as context- 
dependent and when they evaluate shared information from multiple contexts (Baxter 
Magolda, n.d.; Baxter Magolda, 2009). Second year students, who think beyond a 
dualistic view (Perry, 1970) of the world around them and make choices based on their 
heightened awareness, position themselves to make informed and responsible academic 
and career decisions that reflect their self-trust and internal wisdom that allow them to see 
their future more clearly (Baxter Magolda, 2009; Schaller, 2005). Their inner voices 
assist with their transition to the commitment stage in which students begin to feel more 
secure about their career decisions. Furthermore, they hone in on the meaning and 
direction of their lives. Self-understanding is critical throughout second year students' 
college development as it emerges out of meaningful self-reflection and relationships 
with others, and functions in ways that drive their transition through each o f the stages 
(Schaller, 2005).
Black sophomores' self-understanding fuels their identity formation (Byars- 
Winston, 2010) and their identity negotiations continue as they seek to manage their 
experiences as second year learners of color. Like other students, they are challenged to 
declare a major before completing 60 credits in their undergraduate programs, and are 
responsible for choosing careers that line up with their perceptions o f their abilities 
(Casper, Khoury, Lashbaugh, & Ruesch, 2011). Unlike other students, in particular their 
White peers, Black students' continued appraisals of their past and present academic 
performance levels, identities and socio-cultural experiences on campus often cause them
to distrust their non-Black educators (Ford-Edwards, 2004; Guiffrida & Douthit, 2010).
Many Black learners, especially those enrolled at PWIs, are hesitant to approach 
their instructors for help or direction because they assume that their White faculty are 
likely to be culturally insensitive and possess some stereotypes about the overall abilities 
o f African Americans in general (Guiffrida & Douthit, 2010). Harper (2012) found that 
some Black males, who are often less successful academically than their same race 
female counterparts, felt that their educators were incapable o f interacting with groups of 
them in genuine and meaningful ways. For this reason, many Black students find it 
difficult to consider White faculty as realistic role models (Hackett & Byars, 1996).
These experiences regarding faculty become problematic for the second year Black 
students whose academic self-efficacy and achievement tend to depend on their ability to 
develop the skills and establish quality relationships on campus that would serve as 
sources o f motivators and inspiration in times during which they experience phases of 
academic and career indecisiveness (Casper et al., 2011; Guiffrida & Douthit, 2010). 
Research from NSSE highlighted the ways in which faculty are able to make a difference 
in students’ educational experiences through student engagement with faculty (Umbach 
& Wawrznski, 2004) and the positive influences that student-faculty interaction have on 
engagement and persistence (Lambert, Rocconi, Ribera, Miller, & Dong, 2012). Given 
these findings, Black students' distrust in non-Black faculty could cause them to miss 
opportunities to develop relationships with higher educators who would take interest in 
their career goals and help them avoid or overcome the sophomore slump experiences 
(Lee & Leonard, 2009).
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The sophomore slump refers to second year students' struggles to adjust to 
academic life in the absence of transition initiatives and formalized support services that 
assist with overcoming problems relative to sophomores' adjustment and transition on 
campus (Gump, 2007; Lee & Leonard, 2009). Effective second year initiatives and 
support services are critical to the success o f Black sophomores, specifically those whose 
academic and social transitions had not been addressed in a systematic manner by their 
families, high school counselors or first-year college advisors (Guiffrida & Douthit,
2010). Postsecondary institutions that have not put forth sustained efforts to implement 
intentional programming that focus on Black second year student adjustment may be 
unsure o f ways to address their developmental needs and to help them feel as though they 
matter in the campus environment (Ford-Edwards, 2004; Whigam-Desir & LaVeist, 
2001). Alternatively, educators who work closely with Black students institute programs 
that contribute their success and empower them to utilized existing services and resources 
in place to help them to feel welcome on campus (Ford-Edwards, 2004; Whigham-Desir 
& LaVeist, 2001). They also encourage the students to take advantage o f opportunities to 
interact with faculty and other campus personnel who are qualified to guide their future 
paths (Davis, 2007). These relationships are necessary since they promote academic and 
career decision-making among Black learners and provide scaffolding that supports their 
self-exploration in a supportive and safe environment. They are also needed since most 
students who receive guidance when choosing their academic and career programs 
display behaviors that counter the sophomore slump (Gardner, Tobolowsky, & Hunter, 
2010). The complexity o f Black sophomore development has been a conundrum for 
predominately White institutions that expect their diversified student body to conform to
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traditional institutional standards (Benton, 2007). With limited personnel, policies, 
programs and practices that respond to the needs of minorities, second year students have 
no recourse other than to seek help from cultural allies on campus or from individuals 
beyond the campus mainstream (Benton, 2007; Kuh & Whitt, 1988).
In considering Black sophomores' experiences through Schaller's (2005) random 
exploration, focused exploration, tentative choice, and commitment stages, these students 
would need faculty interaction and institutional support as they move from the random to 
the focused stage of explorations, where they would develop a growing awareness o f the 
expanding career options. Although this transition can be difficult for students on all 
academic performance levels (Gibbons & Shoffner, 2004), Blacks who move through the 
first two stages would benefit from the guidance o f professionals who support them as 
they make their own informed academic and career decisions (Baxter Magolda, 2009). 
They would also look for motivation during later stages as they begin to use their 
epistemological, meta-cognition, and self-regulatory capacities to transition (Baxter 
Magolda, n.d.) through the sophomore year, reflect on their abilities to achieve academic 
success and persistence, and solidify their commitment to a meaningful career choice and 
life path (Baxter Magolda, n.d.; Casper et al., 2011; Schaller, 2005).
The high quality care, support and continuous motivation that HBCU educators 
extend to their students through their transitions and stages of development are a part of 
the Black institutions' legacy that has often been overlooked and underappreciated 
(Gasman, 2013). Therefore, understanding more about the HBCUs' role in shaping the 
stage development o f second year students will lead to the discovery o f practices that 
encourage students' self-understanding and understanding o f others. Schaller's (2005)
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stages will be helpful in this regard. Her theory of sophomore development would begin 
to provide a lens through which to observe how Black postsecondary institutions help 
second year students to embrace their roles and responsibilities o f exploring, making 
choices, handling the emotions resulting from their decisions to commit to their academic 
choices that motivate them to persistence on campus.
Historically Black Colleges & Universities. Historically Black colleges and 
universities are institutions of higher learning that were established prior to 1964 to 
provide a college education to Blacks and other citizens of color (Brown, II & Freeman, 
2002; Redd, 1998). Many of these institutions were started by the Freedmen's Bureau 
with support from White missionaries and philanthropist from the Northern United 
States. Black religious organizations such as the African Methodist Episcopal Church 
also played an important role in establishing these institutions, which until the mid-1960s, 
were the only opportunity for Blacks to persist toward degree completion (Gasman,
2013). Although the first three Black postsecondary educational institutions (Cheyney 
State University [1837], Lincoln University [1843] and Wilberforce University [1854]) 
were established in the Northern United States (Millner, 1998; Henderson, 2000; 
Rowland, 1997), most o f today’s HBCUs are situated in the South. The sizes o f these 
institutions vary, along with their specializations and curriculums (Brown, II, & Ricard, 
2007). With a historical responsibility o f educating Blacks in social and political 
environments of discrimination, the 103 private and public HBCUs must not be confused 
with predominately Black institutions that have student bodies of over 50% Black (e.g., 
University o f District o f Columbia; Brown, II, & Freeman, 2002).
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Historically Black postsecondary institutions were founded for the purpose of 
educating students in general, and not just Blacks (Brown, II, & Freeman, 2002; Brown, 
II, & Ricard, 2007). With a common mission of motivating the minority population to 
attain their degrees, public and private HBCUs maintained the African American cultural 
traditions that emphasized Black students' cognition, motivational beliefs and meaning 
making in environments where faculty, administrators, and staff encouraged their 
persistence and achievement (Freeman, 2011). At the time of their founding, HBCUs’ 
role was needed in a society that called for Black scholars to respond to issues pertaining 
to minority populations on the national and global levels (Brown, II, & Freeman, 2002).
The 54 private HBCUs, 45 of which are four-year (Drewry & Doermann, 2003), 
were established without state government funding and emerged from schools and 
training institutions founded by missionaries, abolitionists, and ally citizens (Brown, II, & 
Freeman, 2002; Redd, 1998). The financial assistance of White philanthropist and 
missionary organizations made the historical foundations of these institutions unique 
(Allen & Jewel, 2002). With the exception of several private HBCUs (e.g., Howard 
Hampton University, Dillard University, Spellman College, and Morehouse College), the 
bulk of today's institutions have a small student body and operate on extremely lean 
budgets that mostly consist o f funding from tuition and fees, government monies and 
private organizations (Hunter, 1999; Rowland, 1997).
The 49 public HBCUs, particularly the 41 four-year institutions (U.S.
Commission on Civil Rights, 2010), were referred to as the 1890 schools and were 
established and received support based on the laws and mandates of the National Land- 
Grant College Act of 1862 or The First Morrill Act and The Second Morrill Act of 1890
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(Redd, 1998). The land and the funding from the federal government assisted public 
HBCUs with making higher learning accessible to a broader population (Brown, II, & 
Freeman, 2002; Gasman, 2013; Redd, 1998).
Over the past decade, public support for state HBCUs accounted for nearly one- 
third of their revenues-a funding level higher than private Black institutions (U.S. 
Commission on Civil Rights, 2010). Despite the large student population at public 
HBCUs and the state appropriations received per full-time equivalent (FTE), these 
institutions presently deal with the financial constraints stemming from a decline in 
student enrollment (Gasman, 2009). In effect, these constraints are felt by both the public 
and private HBCUs, which have seen increases in the number of Blacks choosing to 
attend predominately White colleges and universities (Davis et al., 2004; U.S.
Department of Education, 2012). The decline in enrollment and financial support is a 
concern for both types o f HBCUs since funding is critical to supporting numerous 
students, including sophomores, who despite their institutions' efforts to front-load 
financial aid packages in their early years of college, often receive less grant and 
scholarship aid during their second year (Evans, Evans, & Evans, 2002; Steele, 2011).
Extensive research has been conducted on the history o f HBCUs (Abelman & 
Dalessandro, 2009; Allen & Jewell, 2002; LeMelle, 2002; Lomax, 2007). There are also 
an increased number o f studies that focus on issues related to the financial stability of 
private and public HBCU institutions, respectively (Coupet & Bamum, 2010; Freeman & 
Cohen, 2001; Gasman, 2009) and on Black students' motivation and persistence on these 
campuses (Garibaldi, 1997; Freeman, 2011; Kim & Conrad, 2006; Leedy & Smith, 2012; 
Washington, 2006). Although investigations on these topics and those focusing on
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sophomore students have become more prevalent (Hunter et al., 2010; Tombolowsky et 
al., 2005; Wilder, 1993), a gap exists in the literature regarding Black postsecondary 
education for sophomores and how HBCUs support student persistence. Thus, research is 
warranted that determines if the institutional type o f HBCU influences Black second year 
students' self-determination, emotional intelligence, or persistence.
Research Questions
The following research questions guided the study on the relationship between 
Black second year students' self-determined motivation, emotional intelligence, 
persistence attitudes, and persistence behaviors at a private and a public HBCU:
1. Is there a relationship between Black second year students’ self-determined 
motivation as measured by the Academic Motivation Scale, persistence attitudes 
as measured by the Institutional Integration Scale, and persistence behavior as 
measured by their continued enrollment; and does this differ at private and public 
HBCUs, respectively?
2. Is there a relationship between Black second year students’ self-determined 
motivation as measured by the Academic Motivation Scale and emotional 
intelligence as measured by the MSCEIT at the private and public HBCUs, 
respectively?
3. Is there a relationship between Black second year students’ level o f emotional 
intelligence as measured by the MSCEIT, persistence attitudes as measured by the 
Institutional Integration Scale, and their persistence behavior as measured by their 
continued enrollment at the private and public HBCUs, respectively?
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4. To what extent does emotional intelligence as measured by the MSCEIT mediate 
the relationship between the type o f self-determined motivation (e.g., intrinsic or 
extrinsic), and Black second year students’ persistence attitudes as measured by 
the Institutional Integration Scale or persistence behavior as measured by their 
continued enrollment at the private and public HBCU, respectively?
Purpose Statement
The purpose o f this investigation was to explore the influence o f self- 
determination as it relates to intrinsic or extrinsic motivation, emotional intelligence, and 
persistence of second year Black students attending a private versus a public HBCU.
This research not only sought to discover the relationships existing between and among 
the students' intrinsic or extrinsic motivation, emotional intelligence, and their persistence 
attitudes or behaviors, but also the degree to which emotional intelligence, as a mediating 
variable, influenced these constructs. Moreover, as the findings for the respective 
institutions were examined, comparisons were made with respect to the statistical 
significant relationships existing between and among the measured constructs. The focus 
on a private HBCU allowed for an examination of these variables from the standpoint of 
learners attending a postsecondary education institution that receives federal aid for its 
students, but also relies on private dollars coming from fundraising efforts, alumni 
support, and philanthropic organizations as sources o f revenue for student scholarships 
and campus operations (Garibaldi, 1984; Nelms, 2009). Although the funds received by 
these institutions are much less than their predominately White counterparts (Freeman & 
Cohen, 2001; Garibaldi, 1984), these smaller-sized institutions maintain the philosophy 
that retention is the business o f the entire campus, and consider student retention and
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graduation rates to be critical indicators of their efficiency and effectiveness (Nettles, 
Wagener, Millett, & Killenbeck, 1999).
Alternatively, examining students attending a public HBCU provided information 
about their self-determination or self-determined motivation, emotional intelligence, and 
persistence attitudes and behaviors at an institution that benefits from direct state 
subsidies (Pusser & Doane, 2001) that are used to provide support programs for students 
and expanded services to special populations such as military veterans (McCaslin, Leach, 
Herbst, & Armstrong, 2013). The appropriations o f public HBCUs and their programs 
are dependent on the fiscal health of the state and the number o f full-time equivalent 
students enrolled at the beginning o f the academic year. With an underrepresentation of 
Black undergraduates and bachelor degree recipients in the United States' postsecondary 
education system (Pema et al., 2006), public HBCUs receive a fraction of the monies 
that is awarded to state-funded PWIs, which receive higher levels o f appropriations based 
on their large numbers o f full-time equivalent students (Gasman, n.d.). Critics argue that 
this funding formula does not fully consider public Black postsecondary institutions' 
desire and need to strategically invest in high impact areas such as instruction and student 
support services (Ryan, 2004) or their historical and present roles in addressing the 
disparities in Black enrollment and degree attainment in the United States (Gasman, n.d; 
Perna et al, 2006).
Notwithstanding the levels of funding provided to the public and the decreasing 
streams o f revenue at private HBCUs, these institutions acknowledge the urgency to 
invest monies in academic support services for numerous under-prepared students who 
come to campus with extensive financial need (U.S. Commission on Civil Rights, 2010).
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At both types of HBCUs, funds are allocated to address institutional operating costs and 
support programs that require faculty and staff members to take on heavy workloads to 
increase student persistence and graduation rates (U.S. Commission on Civil Rights, 
2010). Funding and institutional expenditures at HBCUs affect the rates o f student 
persistence and degree completion (Ryan, 2004). Ryan's (2004) investigation of the 
impact o f expenditures on degree attainment revealed the instructional and academic 
support variables affecting student persistence toward degree attainment. His findings, 
which have important implications for HBCU faculty, suggested that HBCUs shift 
additional public and private resources to academic and instructional support areas such 
as curriculum development and library and technology services. Ryan (2004) advised that 
the reallocation of funding would give faculty the latitude and resources needed to 
address students' academic integration, engagement and support. Moreover, moving 
additional funds to these areas would support faculty members' interest in utilizing 
technological platforms that set up learning environments that offer groups o f students 
the opportunity to engage in a creative and meaningful experience that would enhance 
their interest in persisting on campus (Ryan, 2004).
The rates o f student persistence at private and public HBCUs further distinguish 
the two types of institutions and provide an additional rationale for studying the 
influences o f persistence on these campuses. Researchers have noted that the persistence 
rates are higher at private Black institutions as compared to their public HBCU 
counterparts. The private HBCUs have a Black full-time, first-time graduation rate of 
32% and the public HBCUs have a 29% graduation rate among its Black full-time, first­
time students during a six-year period (Gasman, 2013). This information helps with
understanding that the second year students in this investigation would likely persist at 
higher rates at the private HBCUs as compared to those attending public Black 
institutions, although the magnitude to which the emotional intelligence and motivation 
influence the persistence o f both groups of students will be investigated in this study.
Second year students were the focus o f this investigation because they share 
similar academic concerns of most learners on campus. Yet, the sophomore experience is 
importantly distinctive in that second year learners often feel that their issues are 
overshadowed by first-year student adjustment and transition initiatives (Tombolowsky, 
Outcalt, & Mcdonough 2005) as well as by programs in place to move third and fourth- 
year students toward their future academic and career goals before graduation (Lee & 
Leonard, 2009). Most sophomores do not connect with faculty in their majors before 
their third year o f college (Sophomores: Invisible Students, Real Needs, 2005). In 
general, the lack of interaction between second year students and faculty who teach 
courses in their majors may lead to the conclusion that most second year students' 
concerns are relegated to the margins o f the academic discourse at a time when they must 
make career decisions and select their majors (Lorenzetti, 2006; Tombolowsky, 2005). 
This issue becomes critical for sophomores in general who are known to have the highest 
rate o f attrition o f all classifications of students on campus (Gardner et al., 2000; 
Pattengale & Schreiner, 2000) and who are known to be the least satisfied o f all students 
in their realities of intense academic obligations that can decrease their confidence and 
motivation (Lewis, 2009; Lothman, 2006). This issue becomes crucial to Black 
sophomores whose academic persistence is substantially influenced by the economic 
potential o f their majors in college (St. John et al., 2004).
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Black students in their second year at an HBCU may have attitudes toward 
persistence in college related to their levels of motivation and emotional intelligence or 
there may be levels of interactions and mediation among the variables. Therefore, the 
intent of this study was to understand better the ways in which self-determined 
motivation and emotional intelligence contribute to Black students attitudes toward 
persistence at their HBCUs and to determine if there are differences due to institutional 
type, namely private compared to public.
Significance of Study
The significance of this study and its findings is four-fold. First, the sources and 
materials reviewed brought together a diverse range of literatures and perspectives that 
examined the issues o f student motivation, emotional intelligence, and academic 
persistence as independent and connected constructs. Second, this study serves as a 
foundation for understanding how orientations of self-determined motivation (e.g., 
intrinsic or extrinsic) influence Black students' academic persistence. Third, it extends 
prior studies on academic motivation and academic achievement (Parker, Summerfeldt, 
Hogan, & Majeski, 2004) which historically focused predominately on adolescents and 
college students in general (Bowman & Howard, 1985; Gutman & Midgley, 2000; 
Haggis, 2004; Schunk, 1991). Finally, it adds a unique layer to sophomore literature in 
its examination of emotional intelligence as a mediating factor between motivation and 
persistence of Black HBCU students.
The sources discussed and evaluated in the literature review were organized 
around themes of motivation, emotional, intelligence, and academic persistence. These 
areas were synthesized to identify emerging concepts relative to Black students'
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experiences at their postsecondary institutions, in particular at historically Black Colleges 
and universities. In addition, attention was given to the distinctive experiences of second 
year students with a primary focus on Black sophomores and their challenges with 
motivation, emotional intelligence, and attitudes toward persistence at their HBCUs.
The synthesis o f perspectives and approaches in the literature review may inspire 
subsequent studies that move the line o f inquiry o f this study into new directions.
The findings o f this study could be useful to higher educators in their efforts to 
create ways to rejuvenate and redirect the minds, hearts, and wills of Black students in 
the public and private HBCUs. Potential benefits may also result for Black students 
attending predominately White, and minority serving colleges and universities. Also, the 
findings from this investigation may aid those seeking to assist learners who came from 
academic settings where they were perceived as underachievers and underperformers 
(Steele, 1997) and those who were in environments where educators contributed to their 
diminished confidence by holding negative stereotypes about them (Steele, 1999). On 
one hand, students who internalized these images may have withdrawn from the 
environment and appeared to be unmotivated. On the other hand, it is important to 
clarify that those who refused to succumb to "stereotype threats" (Steele, 1999, p. 3) or 
to the experience of being perceived negatively may have chosen to attend the nurturing, 
affirming, and psychologically supportive environments o f HBCUs to realign their 
feelings about themselves as learners (Goode, 2011).
The enrollment in HBCUs for some Black students reflects their desire to work 
with educators who will engage students in the kind o f self-exploration that supports their 
motivation and persistence through their degree programs (Steele, 1999). LeBlanc
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(2001) reported that Black students often come to HBCUs to connect with their ethnic 
heritages, and those who transfer from predominately White colleges and universities to 
Black colleges and universities seek to engage in a learning environment where they can 
receive the social and cultural acceptance needed to support their academic and emotional 
development. Additionally, at these post-secondary institutions, Black students often 
seek guidance and advice that would enable them to identify and overcome the factors 
that have negatively influenced their attitudes toward learning, achievement, and 
academic progress (Goode, 2011; Steele, 1997/1999).
The results of this study provide viable information that may assist students, and 
those who teach them with understanding the influence that emotional intelligence have 
on Black students' motivation and on their feelings and thoughts related to their 
persistence in college. Recognizing the role that emotional intelligence and motivation 
play in academic achievement and persistence allows professors to convey the self­
enhancing and durable nature o f these constructs to their students (Kohn, 1993). Further, 
articulating clear explanations outlining the importance of utilizing the abilities 
associated with emotional intelligence, sharing the benefits o f using these skills when 
students are engaged academically and socially, and discussing the influence o f these 
capabilities on one's interest in learning could encourage productive academic behaviors 
that contribute to achievement in the classroom and to persistence in the undergraduate 
program.
Definitions of Key Terminologies
To gain a better understanding o f the concepts presented in this study, 
clarification o f key terms used in this study follows.
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• African-American/Black Students- These students are descendants o f African 
origin, including individuals of Caribbean decent (Hamilton, 2009) and those who 
are multi-racial who identify as Black. The demographic form (see Appendix C) 
allowed respondents the opportunity to indicate their ethnic backgrounds.
• Historically Black Colleges and Universities (HBCUs) - These are predominately 
Black higher education institutions that have "over 75% of Black enrollment" 
(Hamilton, 2009, p. 13). Although these institutions are becoming more diverse 
in terms of their student population, they were founded for the purpose of 
educating Blacks, who were otherwise not allowed to attend predominately White 
colleges and universities in the late 19th and early 20th centuries (Black Excel, 
1997-2005).
• Private HBCUs - The first Black colleges were private institutions funded by 
White philanthropists and religious organizations. As with other private colleges, 
these HBCUs were not supported with state funding. Some of these colleges were 
established during the pre-Civil War year. Postsecondary educational institutions 
such as the Institute for Colored Youth, which was later renamed Cheyney State 
University in Pennsylvania was founded in 1837, Ashmun Institute, now known 
as Lincoln University of Pennsylvania, was founded in 1854, and Wilberforce 
University in Ohio was founded in 1856. Post-Civil War colleges and universities 
were established in the Southern region o f the United States to extend educational 
opportunities to newly freed slaves. Howard University in Washington, D.C., 
Clark College, which is now known as Clark-Atlanta University, St. Augustine's
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College in North Carolina, Fisk University in Tennessee, and Johnson C. Smith 
University were among those established in this period (Redd, 1998).
• Public HBCUs - These institutions were established and funded with the help of 
two federal laws-The National Land-Grant Colleges Act of 1862 (The First 
Morrill Act) and the Second Morrill Act. The First Morrill Act approved the land 
and funding to states that established colleges for lower and middle-income 
American citizens. Black colleges were improved after the Second Morrill Act 
passed by Congress in 1890. This law stipulated that each state had to provide 
grant funding to one or more Black colleges, and that the funding had to be equal 
to the amount given to White colleges (Redd, 1998).
• Predominately White Institutions (PWI) - These institutions are considered as 
colleges and universities with a majority White student population. In other 
words, a college or university is primarily or predominately White institution if 
the student population is over 50% (Ejiofo, 2010).
• Persistence attitudes/Attitude toward Persistence- These terms refer to students' 
perceptions concerning continuing their education at their institutions. The 
concept of persistence attitude relates to one's intentions and desire to progress 
through a degree program, and may be indicators o f persistence decisions, 
subsequent actions. These attitudes often reflect students' overall satisfaction with 
the quality of faculty instruction and support programs on campus (Barbatis 
2010).
• Retention- For this study, retention will involve the act o f retaining students, or
the act o f returning to the university (Wild & Ebbers, 2002).
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• Attrition- This term refers to students who did not return to the university. It also 
pertains to individuals who dis-enroll from the institution before completing 
degrees at the universities (Astin, 1970). In this study, attrition will be 
synonymous to the terms, student-dropout, non-persistent, and non-persistence. 
These terms will be used interchangeably throughout the study.
• Intrinsic Motivators- This term is related to students who are self-determined or 
whose actions exhibit self-determination. Specifically, it deals with the internal 
factors that fuel their desire and decisions to engage in the academic experience.
In addition, these motivators cause students to operate according to their own 
value system in the learning environment. Internal motivating factors may include 
behaviors that are driven by students’ interest and attractiveness to learning for its 
own sake (Deci & Ryan, 1995a).
• Extrinsic Motivators- This term also relates to the student's self-determination. It 
deals with the external factors that compel them to engage in the academic 
process. External motivators come from outside students’ value system. An 
example of an extrinsic motivator is when students study for their courses in order 
to impress the instructor, or to earn high grades (Deci & Ryan, 2000a; Herzberg, 
1987). Sometimes, students' behavior is driven by their fear of negative outcomes 
such as failing their courses (Deci & Ryan, 1995a).
• Emotional Intelligence- Often represented with the acronym "El," emotional 
intelligence is defined as individuals' abilities to use skills such as identifying, 
exploring, understanding and learning their personal strengths and weaknesses,
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maintaining healthy and effective relationships with others, and coping and
dealing with the pressures o f daily life (Nelson & Low, 2003).
Assumptions
The following assumptions are acknowledged for this research study:
1. The participants o f this study identify as Black/African American students 
attending their respective private and public HBCUs on a full-time basis. The 
final selection of participants was sorted based on the how they checked
the box of race/ethnicity for the HBCU.
2. The instruments used in this study are reliable tools that measure what they are 
supposed to measure (Gall, Gall, & Borg, 2007).
3. The instruments used for this investigation are administered consistently to the 
study’s participants at the private and public HBCUs
4. The participants o f this study answered truthfully on their responses to the 
items included in the survey instrument.
5. The participants for whom this study was intended reported honest responses 
to the best abilities on the three measures used in this study.
6. The independent variables examined in this study (e.g. self-determined 
motivation, emotional intelligence) work separately or collaboratively to 
influence persistence attitudes and behaviors o f the groups investigated in this 
study.
Delimitation of Study
This study was delimitated to students at two HBCUs-one public and one private.
Falling within the scope of this investigation were learners from all regions and territories
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of the United States and those from other countries who identified as being African- 
American or Black who were attending one o f the two case institutions (Hamilton, 2009).
This study was further delimited to full-time second year Black students who have 
earned 30 or more university credits. The students under investigation were those who 
have not attended other institutions as a full-time student prior to enrolling at the 
university. However, it was understood that some o f them may have earned college 
credits in dual-enrollment or in high school-college programs at their secondary 
education institutions. The delimitation to second year/sophomore students allowed for 
more effective accounting o f the factors to their attitude toward persistence at the selected 
HBCU.
Limitations of Study
The investigation was limited in that its participants were those attending a 
historically Black university. Therefore, those attempting to generalize its findings to 
African-Americans or Black students attending predominately White or Hispanic-serving 
higher education institutions must do so with caution. The limited research on the ways in 
which the constructs of self-determined motivation and emotional intelligence, either 
individually or collectively, interact with and influence Black students' attitudes 
concerning academic persistence made a study o f this nature necessary. However, as the 
use o f these constructs in this manner was untested, the resulting data may limit the 
ability to fully test the application o f these constructs to the research questions.
Summary
The degree to which a relationship exists among students' self-determined 
motivation, emotional intelligence and attitudes toward persistence, and a measure of the
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extent to which emotional intelligence plays a mediating role between and among these 
variables must be understood if higher education professionals hope to develop 
interventions to address the rate o f attrition at these institutions. It is important to 
understand that the risk of college attrition is minimized when students decide to remain 
in environments where they feel motivated to engage in the learning process, and where 
they feel competent and compelled to reason with their emotions and discover strategies 
for self-management (Archambault et al., 2009; Salovey & Mayer, 1990).
Experts in Black post-secondary education have noted that the HBCU learning 
environment seeks to foster such an experience in a setting where motivation and 
persistence are promoted by using academic support strategies to increase and sustain 
student confidence, positive self-concepts, and by giving them the latitude to be creative 
and to make choices (Sadler, 2000). Further, supporting Black students' motivation and 
persistence early in students' college years, especially throughout their second year is 
critical since academic communities that demonstrates interest in Black learners' overall 
well-being, including their career exploration and choices, create environments in which 
students feel a sense of relatedness and belonging (Freeman et al., 2007).
Like many higher learning institutions, public and private Black universities grant 
students the opportunity to build their confidence, achieve in the classroom, and 
eventually progress to higher levels in their undergraduate programs by teaching 
educational values and coping strategies that serve to protect Black students from various 
forms o f stress (Ciarrochi, Deane, & Anderson, 2002). Abilities in these areas would 
support their achievement and success on campus and benefit them in future graduate 
education experiences and in the professions that would likely require them to be highly
41
skilled and technically proficient (Fifolt & Searby, 2010).
Black student self-determined motivation, emotional intelligence, and their 
attitudes toward academic persistence at their public and private HBCUs have been 
observed as constructs that linked to or are distinctive factors o f student achievement and 
success and degree completion in the literature are reviewed in Chapter Two of this 
study. Chapter Three outlines the design of this study and will provide information 
regarding the research methods and the justification for the instruments being used 
(Rudenstam & Newton, 2007). The forms o f statistical analyses of the data will also be 
presented and linked to answering the research questions (Creswell, 2009). Chapter Four 
presents a comprehensive analysis of data, and organize and state the results and findings 
o f the statistical tests employed in this study (Rudenstam & Newton, 2007). Chapter Five 
provides a report of the importance, meaning, and significance of the findings in Chapter 
Four and concludes with the implications and recommendations for further research 
(Simon, 2006).
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Chapter Two: Literature Review
The issue of college student persistence has received much attention in research 
over the past two decades with the majority o f studies focusing on students who attend 
four-year colleges and universities (Hu, 2011; Johnson, 2008; Pascarella & Terenzini, 
1979) and the factors contributing to the persistence of mostly first-year college students 
(Allen & Robbins, 2008; Goodman & Pascarella, 2006; Reason, Terenzini, & Domingo,
2006). This study, however, takes a distinct approach from existing research by 
acknowledging how dimensions o f self-determined motivation and emotional intelligence 
connect with or are unique to Black students' persistence in their second year at their 
private or public historically Black Institutions. Given this purpose, the review of 
literature addresses the numerous self-determined motivation and emotional challenges 
that students in general, and Blacks in particular, tend to face during the sophomore 
year— a time characterized by confusion and uncertainty in their adjustment to campus 
life (Gahagan & Stuart Hunter, 2006).
The notion that Black students' levels o f self-determination and emotional 
awareness influence their persistence requires a review of the literature regarding factors 
that either predict or contribute to their academic persistence attitudes and persistence 
behaviors. This background will provide lenses through which Black sophomores' 
motivation, emotional intelligence and academic persistence may be understood better. 
Literature critical to this study includes persistence, self-determination, and emotional 
intelligence. Understanding more about Black sophomores’ overall persistence in the 
context o f HBCUs, sets the stage for investigating the role that motivation plays on their 
emotional intelligence and academic persistence in these environments. The term
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motivation is used interchangeably with self-determination or self-determined motivation 
throughout this document.
Persistence
The study o f persistence builds on research o f leading scholars in college 
retention and attrition, including Spady (1970), Tinto (1987), and Terenzini and 
Pascarella (1977). Researchers have offered an array of views o f persistence and 
provided explanations that would allow for the applicability of the concept of persistence 
to different types of higher education institutions (Arnold, 1999; Bean, 1990; Halpin, 
1990; Leppel, 2002; Lohfmk & Paulson, 2005). Over time, research on student 
persistence identified a range of influencing factors that contribute to students' 
persistence attitudes and behavior; yet, there is no common agreement on a 
comprehensive listing of variables. From the undergraduate perspective, persistence in 
college has been understood as the ability of students to complete their academic 
programs, and to earn their bachelor degrees (Astin, 1993). Halpin (1990), however, 
investigated persistence in the context of the two-year college. Here, students came from 
different backgrounds, had distinctive life experiences, and held different academic 
achievement expectations as they entered into and interacted in the college setting, both 
socially and academically. These interactions caused changes in their commitments to 
staying in college (Halpin, 1990). Lohfmk and Paulson (2005), who used data from a 
national sample to observe the persistence of first and continuing generations o f freshmen 
and sophomores at four-year predominately White and historically Black colleges 
operationalized persistence in terms of institutional retention where students moved from
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their first into second year at the same institution. Thus, it is evident that a range of 
definitions exists for the concept o f persistence.
Alternatively, Leppel (2002) offered a broader view o f persistence, which 
included individuals' progression in the higher educational system from their first year to 
the second year at any postsecondary institution. Students' progression in the system 
includes actions resulting from their decisions to move to a different major or their 
transfer from one post-secondary academic institution to another. Because Leppel's
(2002) understanding o f persistence includes the choice to remain at the same college or 
the decision to transfer to another, the construct is viewed based on students' decisions to 
continue their education in the higher education system. Borden's (2004) concept of 
persistence instead reflects the variety o f current attendance patterns among students, and 
refers to students who constantly transfer from one institution to other as "multi­
institution matriculators" or "swirlers” (p. 12). Borden (2004) argued that the enrollment 
patterns o f students, which take in account those taking courses in and out o f state, have 
long "defied the prevailing linear matriculation concept that influences higher education 
policies and practice" (p. 12). He argued that this growing student population is 
comprised of traditional and non-traditional learners whose college attendance patterns 
reflect McCormick's (1997) different types o f college swirling, which include:
• Trial Enrollment- students experiment with idea o f transfer as they take a few 
courses.
• Special Program Enrollment- students take unique courses offered at various 
institutions.
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• Supplemental Enrollment - students seek to accelerate their progress by taking 
additional courses during the summer at another institution.
• Rebound Enrollment - student alternate enrollment at two institutions.
• Concurrent Enrollment - students enroll at two institutions at the same time.
• Consolidated Enrollment- students take a group of courses at various institutions 
to complete one institutions' bachelor's degree program.
• Serial Transfer- Students participate in one or more transfer while moving to a 
final destination.
• Independent Enrollment- Students take courses that are unrelated to a degree 
program. These courses are taken for professional interest at institutions other 
than their home college or university.
Because there are so many ways to apply the concept of swirling, the fluid nature of 
swirling changes how we might think about and define persistence. What remains 
unknown is how sophomores are partaking in the type o f course taking behavior linked 
with swirling.
The varying notions of persistence also challenge the conceptions o f college
dropouts (Arnold, 1999). For example, Arnold (1999) stated that students who leave
their institutions of higher learning might do so because they have received the amount of
education desired from the college. Therefore, it is important to consider a student's
academic goals prior to forming generalizations about their persistence decisions,
behaviors, and the programs or curricula offered at the post-secondary education
establishments. Individuals who enroll in certificate programs or in a select number o f
courses that may be required for their jobs and careers may “dropout” of college, but in
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reality, they have achieved their stated objectives. In this instance, Bean (1990) 
considered the concept of persistence to be as unique, individual, and specific as each 
higher education program. This assertion acknowledges that students leaving the 
institution prior to earning their bachelor's (or four year) degrees may not necessarily 
reflect low persistence or the non-persistence rates attributed to students and the 
institution.
This review of research regarding persistence highlights the varying definitions of 
persistence and how the term has been discussed in different higher education 
environments and contexts. The research attention in this area begins to demonstrate that 
the topic itself has become a growing area of interest for those seeking to understand the 
factors that influence and shape students' intentions to progress in their undergraduate 
programs. My study provides an additional perspective as it offers a distinct perspective 
on the issue of persistence in its consideration o f the construct's attitudinal and behavioral 
characteristics, which may be influenced by students' levels o f motivation and emotional 
intelligence. In its application to the HBCU context, my study targets second year Black 
students’ persistence attitudes or their intentions to continue their education as well as 
their persistence behavior or their actual progression at a private or public historically 
Black university and will determine if these constructs are influenced by the students’ 
degrees o f self-determined motivation and emotional intelligence. Although, the above 
persistence definitions accurately reflect the variety of enrollment behaviors exemplified 
by students in general and Black students in particular, my investigation defines 
persistence for this group o f students as their continued progression at their first 
institution of enrollment (State data, 2012), which in this case was an HBCU.
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Experts who maintained that individuals' attitudes lead to their subsequent 
behaviors (Chaiklin, 2011) may concur that observing students' persistence attitudes is 
important since the learners' views o f their institutions are antecedents to their persistence 
behavior (Ward, Schmer, Peterson, & Hart, 2013). These notions are sensible and 
applicable to the postsecondary education environments in which investigators have 
reasoned that students' persistence attitudes often reflect their levels o f academic and 
social integration and satisfaction (Cabrera, Nora, & Casteneda, 1993; Tinto, 1993/1997; 
Wei & Liao, 2011). What must be better understood, however, is the degree to which 
learners' persistence attitudes are influence by postsecondary institutions' efforts to fulfill 
their academic and social expectations (Hossler, Ziskin, Moore, III, & Wakhungu, 2008).
Persistence attitudes. Students who persist in college note that it takes more 
than academic ability alone to stay in the learning environment (Collier & Morgan,
2008). Their involvement (Astin, 1984), feelings o f conscientiousness (Lounsbury, 
Saudargas, & Gibson, 2004), and satisfaction (Myers, 2002; Roberts & Styron, 2010) 
contribute to their desire to remain on campus.
Astin (1984) explained the importance o f student involvement to outcomes of 
persistence. His notion that student involvement can be determined by the amount of 
physical and psychological energy students exert in any given educational endeavor is 
related to Tinto's (1993) view of social integration. Tinto (1993) proposed that social 
integration, which has to do with the time and effort that students dedicate to activities, 
has served as a foundation for additional research. For instance, Bauer and Liang (2003) 
found that students who are involved on campus aspire to be academically conscientious 
unlike some who are not academically and socially involved.
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Academic conscientiousness refers to quality efforts that students put forth in the 
intellectual activities assigned by their professors (Bauer & Liang, 2003). It also derives 
from students' intentions to consistently meet the academic expectations and "doing what 
is expected of them" in the learning setting (Lounsbury et al., 2004, p. 525). Research on 
levels o f college students' academic conscientiousness and rates o f persistence 
(Lounsbury et al., 2004) found that the personality trait of conscientiousness was 
negatively correlated with students' intentions to withdraw from college. Thus, 
conscientious students are less likely than those who do not demonstrate diligent 
academic behavior in college to leave their undergraduate programs.
Conscientious students exhibit self-regulatory behaviors that emerge out o f their 
motivation (Sanson, Wiebe, & Morgan, 1999) and emotional intelligence (Mayer & 
Salovey). Zimmerman (1990) argued that learners who demonstrate self-regulated 
academic behaviors approach tasks with confidence, diligence, and resourcefulness. 
Moreover, they take responsibility for their educational outcomes. In the classroom 
environment, self-regulated students are active learners who use affective strategies such 
as using coping skills to facilitate achievement and employing emotions such as the joy 
o f learning and pride in their academic work (Pekrun, Goetz, & Titz, 2002). Although 
an investigation linking Black second year students' levels o f conscientiousness to their 
persistence in the HBCU context does not exist, scholars' who have connected these 
constructs have laid the groundwork for understanding that Blacks, including Black 
sophomores, are among learners who desire to work carefully and meticulously to 
progress toward task and goal completion (Roberts & Styron, Jr., 2010).
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Sanson and associates (1999) utilized Deci and Ryan's (1987) intrinsic and 
extrinsic motivation theory as a basis for considering undergraduates' conscientiousness, 
sense o f duty, and persistence toward task completion. The results of their study 
indicated that highly conscientious individuals were motivated to persevere for the sake 
of the task. In a self-regulated environment where one-half of the participants were told 
the benefits of their tasks, the investigators found that students who were intrinsically 
motivated tended to persist with their assigned tasks for longer periods than those who 
were externally motivated and who had lower levels of conscientiousness in the self- 
regulatory environment, regardless o f their exposure to the benefit conditions (Sanson et 
al., 1999). The results also indicated that externally motivated participants who exhibited 
low levels of conscientiousness and who were aware of the benefit o f task completion 
were able to match the persistence levels of intrinsically driven and highly conscientious 
participants when engaging in interest enhancing strategies such as socializing with their 
peers who were involved in the same tasks. Unlike intrinsically motivated students, who 
persisted with activities because o f their interest in learning from their assigned tasks 
(Deci & Ryan, 2000a), extrinsically motivated students focused on the end goal o f the 
activities and were able to persist with their assigned tasks by reconstructing their 
experiences to focus on interesting properties or desired outcomes of the activity 
(Mischel, Ebbeson, & Zeiss, 1972). These findings support that persistence attitudes and 
subsequent efforts can be influenced by students' degrees o f self-determined motivation, 
and the feelings o f self-regulation, which often involves emotions such as feelings o f 
conscientiousness and satisfaction that students attached to the benefits o f an activity 
(Myers, 2002).
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Investigators who connected students' feelings to their persistence attitudes found 
that students' sense of satisfaction on campus motivated them to meet their goals of 
degree completion (“Black students less satisfied,” 2004; Deci, Vallerand, Pelletier, & 
Ryan, 1991; Kuh, Kinzie, Schuh, Whitt et al., 2005). Research focusing specifically on 
Black sophomore students' levels of satisfaction relative to their persistence at HBCUs is 
scant; however, the available literature indicates that Black learners' feelings of 
satisfaction encourage their interest in exploring, learning, and searching for meaning 
(Avi Kaplan & Maehr, 2002; Deci et a l ,  1991). The exploration and search for self­
purpose is a process that occurs largely during students, including Black learners', second 
year of college (Schaller, 2005).
Vallerand and Bissonnett's (1992) research posed an alternative view of student 
satisfaction and persistence, concluding that some students persist on campus regardless 
o f their levels of satisfaction. This outcome is exhibited when self-determined learners 
use their resilience to mitigate their perceived stressors on campus. For instance, 
intrinsically motivated students may find pleasure in the process of learning regardless of 
their feelings o f satisfaction (motivation to know and accomplish). Externally focused 
and outcome-driven learners (introjected regulated), and those who have embraced and 
internalized the value o f productive academic behavior (e.g., identified regulated; Deci et 
al., 1991; Vallerand et al., 1992/1993) may persist through challenges because of their 
levels o f commitment to their academic goals (Weinstein & Ryan, 2011). Despite their 
different self-determination orientations (intrinsic and extrinsic), the persistence attitudes 
for students include self-regulatory characteristics that facilitate persistence behaviors 
(Sanson et al., 1999). Thus, my study sought to determine how Black HBCU students'
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self-determination orientations (intrinsic, extrinsic, and amotivation) and dimensions of 
self-determination (intrinsic motivation to know, intrinsic motivation to accomplish, and 
intrinsic motivation to experience stimulation, and extrinsic introjected regulation and 
identified regulation) influence their persistence attitudes and ultimately their persistence 
behaviors.
Persistence behaviors. There are distinctions between persistence attitudes and 
persistence behaviors in the academic setting. Students' persistence attitudes refer to their 
desire to endure the situational demands within and beyond the academic environment in 
order to finish college (Allen, 1999; Wortman, Loftus, & Marshall, 1988). Learners' 
persistence attitudes are often influenced by their levels o f self-confidence and 
conscientiousness (Bauer & Liang, 2003; Lounsbury et al., 2004), and their feelings of 
satisfaction (Myers, 2002; Roberts & Styron, 2010) with their overall integration 
experiences on campus (Astin, 1984; Tinto, 1993). The persistence attitudes of learners 
provide input into their persistence behavior or their actual persistence (Leppel, 2005) 
and affect their decision to progress at their institutions (Strauss & Volkwein, 2004).
Persistence behaviors, instead, consider postsecondary institutions' commitment 
to students' success and students' commitment to their educational goals to be precursors 
of their academic progression and degree completion (Strauss & Volkwein, 2004). 
Institutional commitment is key to both private and public colleges and is a component 
that drives, increases, and maintains student enrollment, retention, and completion rates 
(Carey, 2007; Gansemer-Toft & Schuh, 2006; Straus & Volkwein, 2004). Furthermore, a 
supportive college context is an important element to students' integration into college 
life (Schreiner, Noel, Anderson, & Cantwell, 2011).
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According to Schreiner and associates (2011), an institution's commitment to 
student success on campus is often demonstrated through college personnel's (e.g., 
faculty, staff, and administrators) interactions with students as these relationships shape 
students' perceptions of their college's commitment to their well-being and success. In 
particular, faculty members have a big influence on student persistence and it is the 
attitudes and the behaviors of these educators that contribute to the success and academic 
progression of high-risk students (Schreiner et al., 2011).
Further, students identified faculty support and rapport, faculty interest in the 
learner, and faculty encouragement as illustrative o f institutional commitment (Schreiner 
et al., 2011). These forms of support were found to not only contribute to the 
participants' increased confidence, but their ability to endure the demands o f the 
environment. How students view the educational environment influences how they feel 
supported, or not, as students on campus (Braxton, Milem, & Sullivan, 2000; Cabrera et 
al., 1993; Tinto, 1993).
The seminal research o f Astin (1984) found that students are committed to 
earning their degrees in college environments that foster a context that supports and 
encourages their mental talents and values their physical efforts in the process of 
learning. Despite some PWIs' attempts to demonstrate high levels o f commitment to the 
overall success o f their student bodies, their efforts seem to fall short o f meeting the 
needs o f Blacks as noted in Black students' perceptions of their college experiences on 
predominately White campuses (Brown, Morning, & Watkins, 2005). In their study of 
engineering students, including those at HBCUs, Brown and associates (2005), found that 
the most selective PWIs had higher institutional graduation rates among African
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American students than HBCUs. However, the Black engineering students who persisted 
at the PWIs reported less favorable scores regarding the institutions' commitment to their 
success as compared to the Black engineering students at HBCUs' who felt their 
institutions had a higher commitment to student success. Barnett (2004) acknowledged 
this paradox and noted that the resilient nature o f Black students at selective universities 
stem from "family support and kinship networks" (p. 53) that serve to guide and promote 
attitudes and behaviors, which function as emotional outlets and as means to cope with 
stress and levels of depression resulting from their hassles on PWI campuses.
The Black students who persisted at the HBCUs in Brown and associates' (2005) 
study not only had more favorable impressions o f their institutions, but also higher grade 
point averages than their Black counterparts at the PWIs. In fact, the lower graduation 
rates at HBCUs were not attributed to Black students' lack of moral support from families 
or to their commitment to reaching their educational goals. Instead, the rates were 
associated with the limited financial aid and funding resources and pre-entry 
characteristics such as lack of high school preparation of many HBCU students (Brown et 
al., 2005). An additional observation made by Brown and associates (2005) was that on 
the one hand, the higher grade point averages o f the Black HBCU students in the study 
might have reflected their perceived lack of racism on campus and their awareness of the 
special support roles that student-centered and nurturing faculty members play their 
success. On the other hand, the investigators linked the lower grade point averages 
among Black students at the PWIs to their perceptions o f racism and discrimination on 
these campuses. Further, they suspected that the graduation rates reflected the 
determination o f Black learners who persisted toward degree completion, despite the
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perceptions of low levels o f their PWIs' institutional commitment to their needs (Brown 
et al., 2005).
Taylor (1986) and Steward, Marshall, and Jackson (1990) acknowledged the 
minimal levels of support for Blacks at predominately White campuses and argued that 
Blacks who persist at PWIs often interact and develop relationship with a wider group of 
students without allowing their feelings regarding African American issues to surface. 
Moreover, the investigators argued that this group does not progress through the PWI 
environment without experiencing feelings o f alienation. African American students at 
PWIs disconnect themselves from the social, political Black agenda to avoid academic 
failure and demise on campus (Steward et al., 1990; Taylor, 1986). In these instances, 
the academic progression of Black students at PWIs may reflect the students' 
commitment to their educational goals, rather than the levels of institutional support.
In general, students benefit from programs in which they are able to receive 
support and encouragement, not only in the classroom and from their faculty, but also 
from the administrators and staff in student support services (e.g., academic advising; 
Mitchell, Wood, & Witherspoon, 2010). Support in the area o f academic advising is 
especially important for students whose levels o f satisfaction and decisions to continue 
their education on campus are based on their advisors' levels o f student commitment 
(Barbuto, Story, Fritz, & Schinstock, 2011; Mitchell, Wood, & Witherspoon, 2010). 
Barbuto and associates (2011) found a significant positive relationship between 
transformational advising and advisor effectiveness. Transformational advising is similar 
to the proactive strategies used in the Intrusive Advising Model (Varney, 2012) which 
involves regular communication with students, the development of caring relationships,
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and consideration of students' individual needs. Transformational advising also provides 
students with intellectual stimulation, motivation through their programs, and the 
inspiration to become excited about their futures (Barbuto et al., 2011; Bass, 1985). 
Institutional support systems are important for building relationships with students and 
are effective when advisors consider learners' concerns, strengths, and interests in their 
educational and life goals (Drake, 2011). Experts found that considering students in this 
manner creates opportunities for college personnel to establish meaningful connections 
with students who are in need of the kind of support that addresses their emotional 
growth and motivates their persistence attitudes (Gerdes & Mallinckodt, 1994).
However, what has yet to be discovered is the extent to which Black second year students 
at HBCUs are transformed by strategies that bring the varying degrees o f their self- 
determination and their emotional concerns to the center o f the advising experience. 
Survey data from my study provides valuable insights regarding the ways in which Black 
sophomores' connection with college personnel, as fostered through faculty advisement at 
their HBCUs, influences their persistence attitudes and affects their self-determination 
motivation.
For Black students, relationships with campus personnel develop from the 
guidance experiences that encourage and motivate their academic persistence (Mitchell, 
Wood, & Witherspoon, 2010). Wimberly (2011) reported that the impact o f this kind of 
relationship is crucial to African Americans' academic self-determination and success and 
the need for these interactions do not fade over time. Scholars who understand the factors 
contributing to the motivational needs of Black students in the academic setting 
acknowledged that the students' desire for emotional support and academic
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encouragement heightens in the early years of their postsecondary educational 
experiences (Bush & Bush, 2010; Phelps et al., 2001). Predominately White institutions 
that assume that Black students, especially Black men, will assimilate into the campus 
environment without the kind of support that shows promising results in improving 
engagement may find marginal levels o f achievement (Harper, 2012) among learners 
whose academic motivation levels are threatened by negative emotions, regardless of 
students’ motivation orientations (Ahmad & Rana, 2012; Taylor Gibbs, 2012). Like 
other students, Black learners who are left responsible for their own navigation through 
and assimilation into the campus culture (Taylor Gibbs, 2012) may experience feelings 
of isolation and discouragement, which could contribute to amotivation or to the students' 
lack o f interest in realizing their academic goals on campus (Deci & Ryan, 2000b, 2000c; 
Woldoff, Wiggins, & Washington, 2011). Furthermore, these experiences are likely to 
influence Blacks' perceptions o f the levels of commitment demonstrated by the institution 
(Heisserer & Parette, 2002).
Bush and Bush (2010) found that HBCUs' efforts to address students' feelings of 
isolation and discouragement, and the benefits accrued from faculty-student and student- 
peer interactions, increased the morale o f Black students, especially Black males.
Faculty interactions with Black males in particular serve as a motivating source and 
cultivate a high sense o f connectedness o f the students to the learning environment. Bush 
and Bush (2010) also noted that the efforts by faculty demonstrate the institutions' 
commitment to assisting learners with adjusting to and achieving in the academic and 
social climate on campus. My study adds to the literature regarding the influence of 
faculty support for sophomores at HBCUs.
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Students' perceptions of their institutions' commitment to their success are 
impacted by their advisors' efforts to foster environmental conditions that support 
learners' intrinsic and extrinsic self-determined motivation. But, the levels o f motivation 
are often subsumed by the emotional quality o f the students’ engagement in the academic 
environment (ACPA & NASPA, n.d.; Kuh, 1996; Reeve et al., 2004). Advisors who 
cultivate supportive environments promote an alignment between students' motives and 
their academic involvement through positive emotions such as joy and contentedness 
(Pekrun, Frezel, Goetz, & Perry, 2007; Lard, 2012; Reeve et al., 2004). These emotions 
fuel students' intrinsic and extrinsic self-determined behaviors by energizing them to 
demonstrate effective, efficient, and productive academic behaviors that are accelerated 
by incentives. These incentives are inherent to achieving or supporting students' interest 
in persisting toward academic goals in response to expectations established by external 
influences (Pekrum et al., 2007; Rabideau, 2005; Reeve et al., 2004).
In general, personnel in student advising at postsecondary institutions often seek 
to foster autonomy-supportive environments in which students' needs to think, feel, and 
do are identified and nurtured (Reeve et al., 2004). The developmental, nurturing, and 
culturally responsive advising styles at HBCUs (Allen, 1992b) inspire Black students to 
think in ways that allow them to identify and connect with their internal or external 
motivation drivers (Exkano, 2013). The advisors at these institutions are familiar with 
working with Black learners to discover the inner motives that move them toward 
mastering the academic and emotional challenges posed by their learning and social 
environments on campus (Berger & Milem, 2000; Crone & McKay, 2007; Fleming, 
1984). They also understand that it takes more than a prescriptive advising approach,
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which diagnoses and prescribes a treatment that includes a standardized regimen for 
students to address their academic issues and emotional concerns (Crookston, 1972). 
Because prescriptive advising approaches limit Black students' autonomy and hinder their 
abilities to form relationships that are vital to academic retention and persistence, 
advisors at HBCUs draw upon their cultural experiences to communicate academic 
information and utilize methods that reflect their familiarity with Black students' insights, 
cultural artifacts and other experiences unique to marginalized communities (Mitchell et 
al., 2010). These interactions promote autonomy, relatedness, and competence in an 
environment in which learners rely on their understanding of their encounters with 
education to make sense of and to navigate through their higher learning experiences 
(Mitchell et al., 2010). The use of these approaches in general, but at HBCUs in 
particular, provides Black students with pertinent information needed for their academic 
achievement.
The advising approaches also offer opportunities for Blacks to become 
independent and motivated decision-makers and creative problem-solvers because of 
their relationships with professionals on campus who use strategies that contribute to 
their positive perceptions o f the learning environment (Heisserer & Parette, 2002). The 
fact that the relationships between students and college personnel contribute to the 
development o f learners' sense of autonomy, connectedness, competence, and disposition 
for their persistence on campus is understood, however, much less is known about the 
persistence o f sophomores, especially Black sophomores with strong connections with 
professionals at HBCUs.
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The persistence of sophomores. Gahagan and Stuart Hunter (2006) considered 
students' persistence to their sophomore year and to graduation to be at stake at 
institutions where officials do not define who their sophomores are or understand their 
developmental concerns. Defining sophomores according to traditional academic 
standing measures (30-59 credit hours) (Castro, 2009), the investigators considered 
college sophomores to be students who have earned more academic credits needed for 
their freshmen year, but not enough to be considered juniors on campus. To clarify, this 
can mean that a student might be classified as a sophomore who is in his or her third year 
on campus, but may not have earned the amount of credits to achieve junior year 
standing. For example, this may occur for second year students who had trouble during 
their first year on campus and are therefore slow to accrue the credits needed for junior 
standing even after three years on campus. The investigators also acknowledged that 
transfer students who enter an institution might bring credits from prior institutions 
(Gahagan & Stuart Hunter, 2006), but still not have enough for junior standing. Within 
this group are individuals who have taken courses at one or more institutions and who 
have earned credits over a period of time (Borden, 2004).
Focusing on college sophomores is essential to a study on persistence on campus, 
since the limited amount o f time during which these students have been on campus and 
interacted with the campus community may not have allowed for numerous opportunities 
for growth from their experiences of exploration and making choices. Students' growth is 
important to their success and is a reflection o f their motivation to achieve and persist on 
campus as well as an outcome of their experiences with transitioning through their 
personal, social, and intellectual developmental stages (Allen, Robbins, Casillas, & Oh,
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2008; Hall, Haladkyj, Perry, & Ruthig, 2004; Kaimovitz & Henderlong-Corpus, 2011; 
Opdenakker, Maulana, & den Brok, 2012; Ullrich-French, Smith, & Cox, 2011).
Chickering and Reisser (1993) captured the idea and spirit o f persistence through 
students' progression and journey toward individuation through the following vectors:
• Developing Competence
• Managing Emotions
• Moving through Autonomy toward Interdependence
• Establishing Mature Relationships
• Developing Identity
• Developing Purpose and Integrity
The vector of developing competence is defined as students’ intellectual, physical,
and interpersonal skills. Their intellectual skills primarily deal with obtaining the
academic ability to comprehend, analyze, applying acquired knowledge, and using this
information to make sense of their experiences on and beyond campus. Physical and
manual competence has to do with their self-discipline in the collegiate environment, and
interpersonal competence has to do with their relationship with peers and others with
whom students encounter. It also relates to their experiences of listening,
communicating, and the ability to cooperate with others by considering others' points of
views, and aligning their personal goals with those of others. Developing competence in
academia is essential for second year students who have experienced the transition into
their first year o f college, and who are attempting to persist through a period in which
they must develop and demonstrate self-discipline in courses that may be perceived as
uninteresting and not applicable to their majors or irrelevant to their future careers (Jang,
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2008; Lake Research Partners, 2011). Acquiring interpersonal competence is also 
important to sophomores because collegiate environments not only present challenges to 
their individual development (Blimling, 2010), but to their development in group or 
social settings in which they collaborate with other learners with a variety of backgrounds 
and interests in the academic process (Lake Partner, 2011; Ostrove, 2007). Thus, for 
transitioning students, developing academic and social competence would enable them to 
better work through moments of uncertainty and understand how they fit into the college 
experience in general and sophomore experiences, specifically (Blimling, 2010).
The second vector, managing emotions, is defined as a students' ability to handle 
or control feelings that could hinder their academic and social processes on campus 
(Chickering & Reisser, 1993). It also entails students' awareness o f their emotions, and 
their ability to balance their affective sides in ways that promotes emotional regulation, 
opposed to expressing or repressing negative feelings (Chickering & Reisser, 1993). 
Research has shown that students who work toward a career goal feel involved in an 
important and meaningful academic process (Zunker, 1994). Although sophomores are 
usually enrolled in general education courses, some may have identified an area of 
interest. However, their chosen fields may be in conflict with the desires of external 
forces such as parents (Schaller, 2005). This conflict sometimes leads to student-parent 
discord (Baxter Magolda 2001, 2009; Fisher et al., 2011) in which case the second year 
student would likely experience an emotional imbalance (Blimling, 2010). Emotional 
imbalance is effectively addressed through coping and adjustment (Blimling, 2010). Yet, 
many sophomores may be unaware that their abilities to cope in moments o f uncertainty 
and adjust to their new roles on campus require effective emotional management
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(Chickering & Reisser, 1993; Fisher et al, 2011). Emotional management begins with 
understanding that they must confront of a broad range of emotions as well as face an 
eventual shift to an internal locus o f control or the acceptance of self as being responsible 
for their own decisions and actions (Blimling, 2010).
Coping and adjusting are skills that promote emotional independence, which is 
experienced as individuals move through autonomy toward interdependence -  the third 
vector o f the model. In this point of their development, students become self-sufficient 
and responsible while coming to terms with the reality that they are not able to function 
alone or "in a vacuum" (Evans, Forney, & Guido-Dibrito, 1998, p. 47). Some 
sophomores are at the stage in which they are beginning to break their emotional and 
instrumental ties from parents, while others lack a sense o f autonomy that may be 
demonstrated by their inability to choose their majors and their high desire for parental 
approval (Fisher et al., 2011). Although students move through these vectors at differing 
rates, typically second year learners may have only transitioned through the first three 
vectors (Schuh, 1989). At this point they are likely to struggle with balancing the 
difficult challenges faced in their movement to later vectors of developing mature 
interpersonal relationships, establishing identity, developing purpose, and developing 
integrity.
In their specific developmental process (Schaller, 2005), sophomores would 
benefit from college personnel's wisdom, motivation, and support as they address their 
transitional challenges and learn the skills needed to move through the vectors in ways 
that would enable them to master the academic content and use sophisticated social skills 
to think critically about their experiences (Altbach, Arnold & Carreiro-King, 2013).
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Advisors who instill new frames of references, which convey these skills would help 
sophomores function as they move into later vectors in the future. This stage entails that 
students connect with their identity as learners (Guiffrida, 2005), establish their purpose, 
and develop the kind of integrity that would sustain them throughout later years of 
college life (Chickering & Reisser, 1993). Moreover, advisors enable second year 
students to balance experiences o f assertiveness, aggressiveness, and defensiveness 
(Altbach et al., 2013; Hunter et al., 2010). These reactions may stem from feelings of 
confusion and anxiety (Gahagan & Stuart Hunter, 2006; Lotham, 2006) that often keep 
them from establishing relationships with others and feeling they are "a part of a larger 
whole" (Altbach et al., 2013, p. 47). Effective advising in this process guides 
sophomores through challenging experiences while considering their psychological need 
to feel autonomous and to move toward higher levels of academic and social 
development (Deci, Vallerand, & Ryan, 1991).
Csikszentmihalyi, Abuhamedeh, and Nakamura's (2005) contended that higher 
levels of development foster growth and stretch students' current capacities to build their 
academic, social, and evaluative abilities. This development process is necessary for 
sophomores whose combined learning experiences can be addressed effectively through 
guidance that offers consideration o f their self-determination and emotional regulation. 
These attributes support students' persistence by enabling them to become less 
intimidated by complex events occurring around them in their second year on campus 
(Evans et al., 1998; Rostan, 2010).
The combined experiences of intellectual, social integration, and the engagement 
in self-evaluation may lead many second year students to address issues related to
6 4
identity development, which involves feelings such as comfort with themselves, self­
acceptance, and a sense of culture and family history. Establishing self-identity leads to 
the clarification o f students’ self-purpose and the commitment to their interests, even 
when confronted with opposition (Chickering & Reisser, 1993). From these experiences, 
sophomores may begin to develop a sense of educational integrity and social integration, 
which would encourage a level of tolerance for divergent belief systems, without students 
surrendering their personal core values that undergird their self-determination and their 
ability to positively respond to environmental stimuli that impact academic persistence 
(Deci & Ryan, 2002; Salovey & Mayer, 1990; Swim, Hyers, Cohen, Fitzgerald, Bylsma, 
2003; Zimmerman, 1990). Students who move through identity development tend to 
solidify their commitment to their educational goals and simultaneously begin to define 
themselves through their journey, which may include an additional developmental 
process known as self-authorship (Baxter Magolda, 2009).
The term, self-authorship, which is important for students' movement toward 
self-identity, was coined by Baxter Magolda (2009) who defined it as individuals' ability 
to create and express their personal values, beliefs, self-perceptions, and relationships 
while balancing their own and others' knowledge, assumptions, and goals. Although 
individuals' full capacity for self-authorship develops after college graduation, usually 
between the late 20s to early 30s (Baxter Magolda, 2001). Baxter Magolda (2009) 
argued that traits of self-authorship can sometimes be seen in students prior to completing 
their undergraduate studies.
Of those pursuing their degrees, students in their third and fourth years, whose 
long-term experiences and social and academic involvement on campus, may develop
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many of the traits of self-authorship. Contrary to students in the upper level standing on 
campus, learners who have persisted to the second year face a host o f epistemological 
and interpersonal challenges that prompt dissonance (Tentley, 2010). Sophomores, who 
according to Schaller (2005), find themselves situated between first-year or random 
exploration and the declaration of majors and who Magolda Baxter (2001/2009) 
considers to be at the crossroads of negotiating their own and others' goals for their 
present and future goals identity development, would need support from college 
personnel in their journey toward self-authorship. Faculty and advisors who make 
intentional efforts to facilitate students' self-authorship work can support learners to shift 
their thinking about themselves as knowers in the academic process and validate them as 
knowers with personal experiences that are important to the learning environment (Baxter 
Magolda, 2001). Faculty and campus leaders who adopt this approach tend to situate 
learning in the students' experiences (Baxter Magolda, 2001). They also create 
environments in which learners, especially sophomores, are able to express their 
individual ideas, collaborate with peers and educators to clarify their perspectives on 
various topics, and increase their confidence, autonomy, and determination to persist 
through a challenging transitional period in their academic lives.
Baxter Magolda's (2001) research on self-authorship behavior found the 
developmental needs, attitudes, skills, and behaviors of students of color to be a catalyst 
of self-authorship. She discovered traits o f self-authorship among Black students on a 
range of college campuses, and concluded that their experiences and learned coping 
behavior may have assisted them with navigating, discussing, and negotiating their self­
beliefs and others' perceptions about them in their encounters with racism and
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discrimination. Baxter Magolda (2001) suggested that self-authoring ways o f thinking 
and behaviors may be induced through deliberate efforts on behalf of the campus 
advisors who partner with students, including Black learners who need to feel validated 
as knowers who are able to articulate their preferences and interests in academics and 
future possibilities. Advisors who situate learning in the students' experiences create 
learning partnerships that guide students as they construct meaning. This support is 
particularly important for Black sophomores who like their non-Black second year peers 
must move through the process of academic and social discovery and career exploration 
and commit to decisions when presented with competing expectations (Magolda Baxter, 
2001; Schaller, 2005).
Persistence & Black sophomores. Black sophomores are among students who 
develop and establish this self-definition as they move toward self-authorship. In their 
status as college sophomores, Black students' abilities to define themselves could depend 
on their development along the various vectors o f identity (Chickering & Reisser, 1993). 
Black students' development, in this regard, is concerned with their persistence into and 
through their second year at their postsecondary institution and their adjustment through a 
period of strenuous academic rigor and increased academic and social responsibilities 
(Hunter et al., 2010). Although some students' developmental experiences may not have 
occurred in the sequential order proposed by Chickering and Reisser (1993), it is likely 
that many Black sophomores would have begun progressing through and begun resolving 
challenges that are a part of the experiences in the vectors. Much like other students, 
Black sophomores' developmental experiences may enable them to address 
epistemological dilemmas that are connected to the ways in which they come to know
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themselves better as second year learners on campus (Exkano, 2012; Hunter et al., 2010; 
Lemons & Richmond, 1987). Moreover, their growth experiences and ensuing increased 
levels o f competence, self-awareness, and interpersonal skills can be used to understand 
the campus environment, discover their place in the environment, and mobilize their 
desire to develop relationships with college personnel and peers (Chickering & Reisser, 
1993: Guifffida & Douthit, 2010) and to persist (Allen, 1999; Exhano, 2012).
Students who have persisted to the second year of college may seek to understand 
how they know what they know, who they are, and how they wish to establish and 
maintain relationships with others (Baxter Magolda, 2009). These questions, which may 
occur in their second year, may not be addressed until the end of the sophomore year of 
college. Until that time, Black sophomores would need to forge learning partnerships 
(Magolda, 2001) with professionals on campus who may be able to provide advice 
concerning the ways to address developmental issues that involve greater complexity 
than those faced by their White peers. In these partnerships second year students need 
capable adults who would challenge them to make mental shifts that would allow them to 
develop their own belief systems even in the midst o f resisting the academic desires of 
external forces (Baxter Magolda, 2012; Evans, Forney, Guido-Dibrito, Patton, & Renn, 
2010; Tentley, 2010).
Black students' growth and development experiences are not only complex, but 
also multidimensional (Baxter Magolda, 2009; Tatum, 1997) due to the intersection of 
their developmental process and the assessment o f their racial identity. When 
encountering these experiences, they may define themselves reflecting on their beliefs, 
values, and life's purpose (Magolda Baxter, 2012; Schaller, 2005). Such a reflection is
6 8
important, however, for African American learners, it would be limited and incomplete 
without the examination and an assessment on their Blackness. Ford (1996) argued that 
people o f color have been shortchanged in models of self-development and in theories of 
self-concept and self-esteem, as Black identity was not considered in the context of these 
forms o f self-perception. For these reasons, Black sophomores' search for identity and 
self-authoring behaviors should be appropriately considered through a Black racial 
identity theory that outlines the stages o f a Black person's connection with their ethnicity.
Black racial identity involves the awareness of, and the value for the cultural 
heritage that Black people possess (Grantham & Ford, 2003). It is important for racial 
identity to occur among Black students since early studies investigating racial identity 
development with children and adults have discovered that Blacks are prone to 
developing unhealthy racial identity (Parham & Helms, 1985; Spencer & Markstrom- 
Adams, 1990), which negatively affect their self-determination, emotional regulation, and 
academic persistence (Griffin, 2006).
Black identity theory embraces Black self-identity development (Tatum, 1997). 
Cross and Fhagan-Smith's (2001) model of Black Identity development and 
psychological nigrescence or the experiences o f developing as a Black person seems to 
reflect the stages of self-identity many Black students may undergo at any college, but 
especially in the historical Black institutions o f higher learning. In the Nigrescence 
Pattern A phase, students develop their racial identity based on the formative 
socialization experiences instilled by parents, and significant family members, and others 
in the community (Cross & Fhagan-Smith, 2001). Nigrescence Pattern B is the phase 
when individuals have not been able to form a healthy Black identity, and must move
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through a period of conversion. In Pattern C, Black youths continue their Black identity 
development throughout adulthood. Within these patterns of development are five stages 
o f Nigrescence including the Pre-Encounter experience when students' attitudes are pro- 
White and anti-Black (Cross & Fhagan-Smith, 2001). They may deny being Black, and 
think in terms o f being color blind. Stage two, The Encounter experience occurs when 
individuals' responses to an incident cause them to explore their Black identity. Their 
progression to the lmmersion-Emersion stage involves the individual immersing him or 
herself into Black culture and expressing this immersion experience through ethnic wear 
and ethnic hairstyles (Cross & Fhagan-Smith, 2001). The final stage is Internalization, 
which involves individuals' feelings of connectedness with their ethnicity, and becoming 
aware o f what being Black means. At this point o f their identity development, Blacks are 
able to acknowledge and value other races and ethnic cultures (Cross & Fhagan-Smith, 
2001).
Black sophomores' need for the development o f their Black-identity begins with 
questions such as Who am P. and What is my life's purpose? Questions like these are 
important for the students' who seek to connect to their internal value system, evaluate 
their strengths and weaknesses, and establish a life philosophy (Prince, 2007), which may 
guide their discovery o f their academic and career goals. Such inquiries lead Black 
sophomores to learn more about themselves as it pertains to their self-determination or 
feelings o f competence, relatedness, and independence in the HBCU environment in 
which they perceive to support or limit their academic motivation. These perceptions 
have rarely been discussed in higher education literature; and thus, less known in the 
broader higher education community.
7 0
Self-Determination Theory
Self-determination theory (Deci & Ryan, 1995a) builds on students' intrinsic and 
extrinsic motivation orientations, their sense o f competence, their levels of relatedness to 
others on campus, and institutional openness to make academic choices. Motivation is a 
part of self-determination, which involves individuals' tendency to access their intrinsic, 
extrinsic, or amotivated (Vallerand et al., 1992/1993) reasons for engaging in tasks or 
activities. Thought o f as a continuum (Deci & Ryan, 2000a), Vallerand and associates 
(1993) argued that types of intrinsic motivation and amotivation are positioned at the 
extreme ends. Self-determination theory as a principle o f motivation posits that students' 
informational or controlling interpretations o f events have either positive or negative 
implications for their perceptions of their overall success and persistence on campus 
(Deci & Ryan, 1995a; Oliver, Markland, & Hardy, 2010; Vallerand et al., 1993). 
Students’ interpretations are tied to their emotional competence in terms of their ability to 
use affective skills to assess the benefits or detriments within the environment. The ways 
in which second year learners interpret their experiences on campus become important to 
educators who seek to understand how students' emotional appraisals of environmental 
stimuli serve to stimulate their motivation to persist in their second year (Gasper & 
Bramesfield, 2006). In addition, it helps with understanding this group as they grapple 
with questions regarding their sense of self and their sense o f purpose (Hunter et al., 
2010).
As second year students move through the focused exploration, tentative choices, 
and commitment stages (Schaller, 2005); and, as they transition through the 
developmental vectors (Chickering & Reisser, 1993) and journey toward self-authorship
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(Baxter Magolda, 2001), they may perceive the events on campus as affecting their self- 
determined motivation in two ways. They may consider the occurrences on campus as 
informational or facilitative to their intrinsic motivation or as controlling or undermining 
to their intrinsic motivation to progress (Deci & Ryan, 1999). The students' assessment 
of whether their learning environment is informational or controlling (Koestner, Ryan, 
Benieri, & Holt, 1984) may be determined by their perceived freedom to explore options 
for future careers, or by their experiences o f developing the academic, reasoning, and 
social skills needed to move into and thrive in their careers (Pummell, Harwood, & 
Lavallee, 2008). Moreover, the students' perceptions may be based on opportunities to 
establish important relationships with peers, faculty, and personnel on campus (Pascarella 
& Terenzini, 1981) who could provide information that stimulate and support their 
intrinsic motivation (Deci & Ryan, 2000a) to move successfully through early vectors 
while laying the foundation for their movement through later vectors (Chickering & 
Reiser, 1993). Sophomores' who have established relationships in which they are 
interdependent and collaborative learners are likely to develop healthy identities, make 
meaningful connections to their interests and define as well as live out values that are 
aligned with their academic and social behaviors and actions (Chickering & Reisser, 
1993), both on and off campus. Institutions that successfully address sophomore's needs 
ground their programs in an understanding o f their challenges (Schaller, 2005). Those 
that are less successful with addressing the needs o f second year students tend to impose 
external constraints (Koestner et al., 1984) such as the lack o f strategic programs or 
support services, which provide opportunities for second year students to develop 
meaningful relationships on campus (Smith, 1991). Limited support in this regard may
stifle the students' internal motivation and capacities to use skills that are necessary for 
them to demonstrate academic competence, develop productive relationships, accept self 
and others, and connect with and embrace their future goals and aspirations (Chickering 
& Reisser, 1993; Schaller, 2005; Zunker, 1994). Institutions that impose external 
controls may fail to enhance their sophomores' intrinsic motivation to progress on 
campus and hinder their movement toward the self-authorship experience in which they 
would begin to solidify their beliefs and identities and continue to construct relationships 
as they transition into their second year roles, routines, and assumptions (Baxter 
Magolda, 2001).
In sophomores' appraisal o f campus events, emotional experiences such as the 
longing for help and the desire to reach out to professionals on campus become 
influential to these students’ self-determination (Gasper & Bramesfeld, 2006). According 
to Heier (2012), college personnel who demonstrate best practices for assisting 
sophomores are those who understand the transitions that the students endure as they 
move from the first-year to the second year experiences on campus. These personnel also 
acknowledge that students' first-year experiences may not be enough to sustain them 
throughout their second year of college, given that many learners may persist to the 
sophomore year with residual academic deficiencies, disengagement, feelings of 
dissatisfaction, developmental crisis, and indecisiveness about their future aspirations 
(Hunter et al., 2010; Schaller, 2005). Heier (2012) proposed that the best ways to support 
sophomores is to consider that they reflect on the ending phase of their first-year to 
reevaluate their second year goals as they enter into their sophomore experience. The 
students' attempts to address their remaining concerns must be supported by campus
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personnel who are able to help them feel a sense of competence, connection, and freedom 
in their second year. Professionals who assist sophomores in this manner enable them to 
have a more positive interpretation of their second year experience and encourage them 
to approach challenging encounters with feelings of resolve, which sets up the conditions 
for learners to view their experiences as informational opposed to controlling or 
constricting (Deci & Ryan, 1987,2000b, 2000c).
Viewing experiences as informational supports the sophomore's intrinsic 
motivation on campus, and promotes their sense o f competence and autonomy. When 
second year students' intrinsic motivation is fostered, sustained, and enhanced, they feel 
academically capable and free to make choices, and take initiative to problem-solve when 
confronted with challenges in the learning process (Deci & Ryan, 2000c; Gasper & 
Bramesfeld, 2006; Schaller, 2005). This support is critical for sophomores throughout 
their developmental experiences. Thus, college personnel must create an environment in 
which the students may begin to perceive tasks in the learning environment as interesting, 
relevant, meaningful, and rejuvenating to their lives within and beyond the campus 
community (Deci & Ryan, 1995a). Further, it is important to second year learners who 
must clarify their academic and career plans without external controls as they make 
decisions that reflect their desires or choices to move toward goals that come out of their 
wills (Deci & Ryan, 2000b; Lepper & Henderlong, 2000; Schaller, 2005). If the 
informational aspect o f self-determination leads sophomores to increased levels of 
interests that would sustain and direct their academic activities and motivation in a time 
in which they are considered as vulnerable (Gahagan & Stuart Hunter, 2006; Gasper &
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Bramsfeld, 2006), the controlling aspect o f the theory may have a contrasting effect on 
the learners' second year experiences (Deci & Ryan, 2000b).
College personnel who use approaches that fall on the control end of the self- 
determination continuum do not provide information that would allow students to make 
informed choices on campus (Deci & Ryan, 2000b). The inability or unwillingness of 
professionals to address sophomore concerns creates controlled conditions that restrict 
students who should be presented with opportunities to choose courses, approaches to 
assigned tasks, majors, and future careers (Schaller, 2005; Natural Supports Projects, 
n.d.). Under these circumstances, sophomores receive limited, if  any, guidance from 
professionals and may find themselves longing for external controls on or off campus to 
make important decisions for them. These experiences limit and constrain second year 
students and the lack of guidance and opportunity to articulate and solve their problems 
and establish their career preferences lead second year students to feel pressured to think, 
feel, or behave in a particular way to meet certain goals that they may have had no input 
in establishing (Deci & Ryan, 1995a). College personnel's lack o f ability to guide 
sophomores to make academic or career choices has a deleterious effect on students' 
intrinsic motivation, and may lead students to perceive this type o f experience as 
controlling as limited information offered to the learners may reflect the employees' 
vision o f what is best for the students (Koestner et al., 1984).
The internal and external motivational aspects of self-determination and the 
concepts o f competence, relatedness and autonomy in the higher learning environment 
apply to Black students' experiences in an informational and a controlling environment.
In a study on African American students' motivation in college, Cokely (2003) found that
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Black students attending predominately White colleges and universities, and those 
enrolled in historically Black colleges and universities felt most competent in academic 
environments in which they felt a connection to their faculty. These types o f connections 
are based on the students' appraisal of whether their faculty and other college personnel 
are willing or able to provide information that would encourage them to encounter, 
address, work through challenges, and make decisions (Lindblom & Strayhom, 2010).
As with their non-Black peers, Black students who feel supported and trusted to work 
through challenges feel informed, confident, and safe to make tough choices (Rugutt & 
Chemosit, 2009). Additionally, they discover the advantages o f the informational 
environment and come to know the disadvantages o f the controlling learning experience 
(Deci & Ryan, 2000a). Once realizing that the informational environment has served 
them better, Black sophomores become engaged in academic exercises that encourage 
them to think critically, problem-solve, and make choices in a space where they could see 
themselves as competent and viable contributors to the educational experience (Deci & 
Ryan, 1995a, 2000a). The influences and implications that the informational or 
controlling environment as cultivated by faculty and other members on campus has on 
students in general, and Blacks in particular, are known. What has been unknown, 
however, is whether Black sophomores at HBCUs would exhibit similar regard to the 
faculty connections.
Emotional Intelligence
Research guided by the study o f emotional intelligence has provided a way to 
understand how emotions influence learners' desires and abilities to reach their academic 
goals (Brackett, Rivers, & Salovey, 2011). Students who are aware of the role that their
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emotions play in their educational experiences are considered emotionally intelligent, 
since they are better able to find ways to use their feelings to cope with, and alleviate 
negative feelings that causes stress (Cameli, 2003) and impact their motivation. 
Chickering and Reisser (1993) suspected that students who have moved through the 
second developmental vector have acquired the competencies needed to regulate or 
manage emotions stemming from perceived negative experiences at their institutions of 
higher learning. Yet, when students encounter emotions such as anxiety, they may disrupt 
their educational process (Chickering, n.d.). When students experience positive 
emotions, such as feelings of wonder and relief, which may not necessarily require 
management as much as the acknowledgement and utilization for emotional balance, 
students are more motivated and make better progress on campus (Chickering, n.d.).
To achieve emotional balance, students tend to use coping strategies as an 
adaptive response to stressful issues that affect their emotional and psychological health 
in a challenging environment (Compas, Keller, & Forehand, 2011). To remain 
productive, coping strategies are moderated by individuals' emotional intelligence and 
these practices alleviate stress as well as provide students with increased awareness of 
how moods can be regulated to decrease levels of distress (Campbell & Ntobedzi, 2007). 
Emotionally intelligent students are likely to use an array o f coping strategies to support 
their motivation while meeting the demands of their learning environments, and these 
skills are employed to varying degrees depending on the context (Ntoumanis &
Edmunds, 2009).
Emotional intelligence skills are used to manage counter-productive feelings 
emerging from bad experiences with group collaborations, low performance levels on
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tests, and dreading the opportunities to engage in class presentations. Essentially, 
managing emotions in college supports students' academic persistence and eliminates 
their desire to leave the environment (Gerdes & Mallinckrodt, 1994; Mayer & Salovey, 
1997; Ntoumanis & Edmunds, 2009). On the one hand, emotionally intelligent students 
utilize their affective competencies in ways that support their ability to think clearly when 
experiencing strong feelings and to support their ability to plan, organize, and prioritize 
their thinking and judgment in ways that increase their chances of success in their courses 
(Lazarus & Folkman, 1984; Karim, 2011; Mayer & Salovey, 1997; Ntoumanis & 
Edmunds, 2009). On the other hand, individuals who are not emotionally intelligent 
often possess a decreased desire to engage in academic work or lack motivation to 
progress in their undergraduate programs (Afolabi et al., 2009).
Students' lack o f emotional intelligence could lead to low or no motivation 
(amotivation) (Deci & Ryan, 2000c; Ryan & Deci, 2000a). The lack of motivation may 
be accompanied by feelings such as annoyance, which may be directed toward a 
professor who could be perceived by students as being unsupportive and a contributor to 
their poor academic performances. Moreover, low levels o f emotional intelligence could 
lead to feelings of resentment and envy directed toward other students, who may be 
performing well in their courses despite their own low opinions of the professor (Carmeli, 
2003; Sankofa, Hurley, Allen, & Boykin, 2005; Ven, Zeelenberg, & Pieters, 2012).
When students do not use coping strategies, such as communicating with professors 
about their academic hardships, or seeking advice regarding study strategies from their 
high performing peers, they tend to exhibit amotivating behaviors that prevent
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achievement and increase the likelihood of their distance or withdrawal from the 
academic environment (Carmeli, 2003; Deci & Ryan, 1997,2000b, 2000c).
Emotional intelligence & sophomores. With the appropriate level o f guidance 
and support services that are in place to optimize students' growth, sophomores are able 
to develop to a level in which they can use their affective skills to problem solve and 
overcome emotional crises instigated by higher academic expectations and additional 
responsibilities (Lothman, 2006; Schreiner & Pattengale, 2000). The problem solving 
and coping elements of emotional intelligence would enable sophomores to manage their 
feelings (Pizzolato, 2004) during the transitional period in which they move away from 
their identity as first-year learners and into their second year experiences. Students often 
face a crisis of confidence, develop self-purpose, and meet higher standards o f affective 
and cognitive competences during their second year on campus (Schreiner & Pattengale, 
2000). Sophomores' new identity results from their experiences o f moving away from 
the known to the unknown (Secor, 2003), making and revisiting misguided decisions 
made in their first-year, making choices based on their self-reflection, and embracing 
decisions that are aligned with their personal interest, values, and aspirations (Schaller, 
2005).
Emotional intelligence & Black sophomores. A variety of emotions (e.g., 
excitement, anxiety, doubts, and uncertainty) emerge for students in their sophomore year 
(Gahagan & Hunter, 2006). Like their White counterparts, Black second year learners 
often look for ways to manage their emotions during their transition, but their experiences 
are most often accompanied with concurrent development of their Black identity. Black 
sophomores who have developed to high levels o f Black consciousness, or those who
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may have moved to the immersion/emersion and internalization stages o f Cross and 
Fhagan's (2001) racial identity scale, may find emotional intelligence strategies such as 
emotion-focused and problem-solving skills to be emotional stabilizers. Black 
sophomores who attend HBCUs are more likely to develop to advanced levels of Black 
consciousness as compared to Blacks sophomores at PWIs because the Black campus 
environment provides the support system and coping skills that protect them racist 
experiences (Gilbert, Dominicus, Russell, & Wessel, 2011).
Black HBCU students may be more developed in emotional intelligence because 
Blacks who attend PWIs often find themselves stressed about issues related to racism, 
discrimination, and low self-esteem due to isolation (Davis et al., 2004). The level of 
support that HBCUs offer Blacks helps them to maintain their confidence when 
experiencing academic stress on campus and encountering forms of unjust racial 
discrimination beyond the campus setting (Baxter Magolda, 2001; Gilbert et al., 2011; 
Negga et al., 2007). Support is often needed for Black HBCU sophomores who are 
moving through stages in which they are making educational and career choices that 
reflect their personal values, and becoming more committed to and resolute about their 
decisions (Schaller, 2005).
Emotional intelligence as a skill is useful with helping students, especially Black 
sophomores, to manage their feelings in a stressful transitional period o f self-exploration 
and the discovery of academic priorities and goals that lead to academic persistence 
(Lazaurus & Folkman, 1984; Ntoumanis & Edmunds, 2009). What is unknown in the 
existing literature are the ways in which Black sophomores' emotions or emotional
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competencies and their self-determination are supported by HBCUs efforts to motivate 
goal-directed behaviors and academic progression in their second year on campus. 
Historically Black Colleges & Universities
Black colleges have endured ongoing criticisms related to low endowments to 
support students' financial aid, periods o f accreditation difficulties, poor infrastructure 
(Malveaux, 2013; Wershbale, 2010), and the speculation that these institutions have lost 
their luster and lack the level o f appeal necessary to attract students (Van Camp, Barden, 
Sloan, Clarke, 2009). Notwithstanding these criticisms, HBCUs continue to play a 
unique role in Black students' overall growth and manage to remain indispensable 
institutions in the U.S. higher education system (Beasley 2010; Nichols, 2004). As 
private HBCUs tout the benefits of their smaller environments, which offer an education 
in family-like settings that place emphasis on student commitment (Grummon, 2012; 
Robinson, 1990), the public HBCUs claim their role o f serving as "educational pipelines 
for degree attainment in the Black community" (Fries-Britt, 2004, p. 173) for a larger 
student body (Gummon, 2012).
With most of the available literature on HBCUs accentuating the similarities of 
the academic experiences of the private and public Black postsecondary institutions, 
investigators have highlighted that college personnel at both types o f HBCUs strive to 
make connections between academic conscientiousness and ethnic consciousness by 
addressing Black students' identity and persistence simultaneously (Beasley, 2010) 
through curricular and co-curricular programs. Black students' decisions to persist at 
HBCUs have much to do with the institutions' commitment to their overall development 
and retention. Historically Black institutions offer African Americans the opportunity to
receive instruction and mentoring from professionals who have lived the Black 
experience, along with the professionals from other races who may be aware of their 
developmental stages and sensitive to the needs o f the Black community. For many 
Blacks, the experiences o f  learning and receiving guidance from Black professionals and 
non-Black professionals who stand in solidarity with African Americans are meaningful 
and contribute to Black learners' desire to continue their education at HBCUs (Beasley,
2010).
Devoted professionals assist Black sophomores at HBCUs through programs that 
focus on their self-perceptions and Black self-concepts (Steward et al., 1990), which is a 
precondition for self-efficacy in their academic work (Tracey & Sedlacek, 1984). The 
efforts of college personnel at HBCUs include motivating their students. Their efforts 
would benefit Black learners transitioning to their sophomore year (Hunter et al., 2010) 
who need to understand that achievement is linked to their cultural heritage, and that an 
important part o f their success includes their ability to use their emotional competence in 
ways that facilitate learning, achievement, and success (Mayer & Salovey, 1990; Obgu, 
2003).
Educators at HBCUs find that the connection between the Black experience and 
academic success is important given that Blacks sometimes find themselves addressing 
unhealthy emotions that hinder achievement and putting forth efforts to reverse the 
negative conceptions of academic achievement (McNamara & Lewis, 2012). For 
example, Ogbu (2003) found that some Black students purposely underachieved to 
camouflage their talents and to avoid the accusations by peers that they are trying to act 
like White students. Harper and Davis, III (2012) supported Ogbu's (2003) claim by
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acknowledging that Black students, specifically Black males, sometimes resisted 
academic success as a way of protecting their cultural image and identity and as a way to 
avoid being criticized by other Blacks for acting White. This view of education has 
equated underachievement with being Black. It has been addressed by educators at Black 
colleges and universities who have focused on dispelling myths about their culture by 
making their students, especially their sophomores, aware of the connection between 
their success and the experiences o f successes among Blacks in a variety o f academic 
disciplines and career fields (Aronson et al., 2001).
Motivating students by deconstructing myths that undercut Black academic 
achievement is aligned with the strategies used by the Black church for racial uplift 
(Patillo-McCoy, 1998). Furthermore, it is employed by many Black higher educators at 
HBCUs for linking the determination and accomplishments o f past and current heroes 
and heroines to the learners' perceptions (Murrell, 2002) o f their own academic potential 
on campus. As a way of building Black students' emotional intelligence, HBCU 
employees form informal and formal mentoring relationships with students, including 
sophomores and consider themselves guardians o f their emotional and overall well-being. 
These relationships contribute to the positive feelings of Black second year HBCU 
students who are adjusting to being away from home and in need of individuals to trust 
while they continue their transition into college life (Marques, 2012). Second year 
HBCU students are among those who establish relationships with college personnel who 
consider themselves to be students' family members (e.g., parents, siblings, uncles, and 
aunts), and not simply employees (Hirt, Strayhorn, Amelink, & Bennet, 2006). Black 
students' strong ties to their family are acknowledged and supported by HBCU personnel
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who feel that standing in the role o f the students' extended family members on campus 
can serve as a catalyst for their overall achievement and progression on campus (Hirt et 
al., 2006; Moss, 2003). These roles may be reminiscent of when historically Black 
universities and predominately-White institutions stood in loco parentis to protect 
students by upholding protective policies to regulate academic and social behaviors 
(Lake, 1999; Lee, 2011). The demonstration o f guardianship through protective practices, 
which support Black students' academic focus, seemed to have been retained longer at 
HBCUs than PWIs according to investigators who discovered that qualities o f in loco 
parentis continue to exist at the core o f HBCU administrators' work (Hirt et al., 2006).
Although, the utilization of these strategies are in place to assist all classifications 
of HBCU students, Black sophomores reap the benefits as they commit to their 
educational goals, and as they understand that the efforts of HBCU personnel are 
illustrative of institutional commitment to their success. The sophomore year is ripe for 
this intervention as this is the time when students declare their majors, begin research 
projects with faculty members, and explore their ethnic identity more fully. In their 
continued transition and development, HBCU sophomores may appreciate the ways in 
which campus employees strive to use motivation and emotional support to ignite their 
commitment to their degree completion. The efforts of HBCU personnel demonstrate the 
value placed on Black sophomore's self-determination, emotional intelligence, and 
persistence and the connections of these constructs are worthy o f further exploration 
through a framework designed to conceptualize their relationships.
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Conceptual Framework
The research reviewed in this chapter focuses on the experiences of 
undergraduates, particularly Black sophomores at HBCUs, and provides information that 
assists with understanding the factors that contribute to their motivation to persist on a 
private or public historically Black campus. The investigations included in this literature 
review also observed students’ emotional intelligence and linked these skills with factors 
that motivate them to stay in the college of their first choice (Haggis, 2004; Hall, 1975; 
Mayer & Salovey, 1990; Schunk, 1991).
The conceptual framework for this research (see figure 1) demonstrates the 
potential role that the constructs of self-determined motivation and emotional intelligence 
played on Black HBCU students' persistence attitudes and behaviors. Informing this 
conceptual framework was the research of Pascarella and Terenzini's (1986), who 
observed the persistence and withdrawal behavior of students in postsecondary 
institutions and who considered the factors that affect their continuation with or 
withdrawal from the academic environment. As well, Ryan and Deci's (2000) research 
on human self-determination, which was distinguished by its intrinsic and extrinsic 
orientations in the postsecondary academic settings, and Mayer, Salovey, and Caruso's 
(2002) Emotional Intelligence theory, which considered individuals' ability to perceive, 
facilitate, understand, and manage emotions informs the model. This framework was 
useful in terms of its presentation of the potential relationships, associations, and 
influences between and among constructs that demonstrate an understanding o f how 
Black HBCU sophomores' self-determined motivation is associated with their perceptions 
o f their peer group and faculty interactions, faculty concern for student development,
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students' academic development, and institutional and goal commitment. These factors 
were important to include because they impact students' persistence attitudes and 
behaviors on campus (Pascarella & Terenzini, 1981).
Compelling information emerging out o f the interactions between or among 
constructs in the model helped reveal whether the presence or absence of emotional 
intelligence played a role as an independent or a mediating variable that influenced Black 
HBCU students' persistence attitudes and behaviors. This information assisted with 
understanding the extent to which emotional intelligence influences the persistence 
attitude or behavior of the intrinsic or extrinsic motivated Black sophomore's persistence 
attitude or behavior on the HBCU campus. The findings from this research provide an 
understanding o f the degree of influence that students' emotional competencies had on 
their self-determined motivation orientations and persistence on their private or public 
HBCU campus.
Self-Determined Motivation, Emotional Intelligence, Academic Persistence 
Attitudes and Persistence Behavior 
Black Sophomores at Private or Public HBCU
SDM SDM
PA PB PA PB
Model A Model a
Figure 1. The relationship between Black sophomores' self-determined motivation, emotional intelligence 
and academic persistence attitudes and behaviors. SDM=Self-Determined Motivation; PB=Persistence 
Behavior; PA=Persistence Attitude; EI=Emotional Intelligence.
Figure 1 shows two models (Models A and B), which demonstrate the 
multidirectional influences o f variables as shown through the correlations and 
relationships between and among variables. The discussion o f this framework is guided 
by an explanation of the double arrow and single arrow lines that connect the variables in 
the model. The double arrow line represents a correlated reciprocal relationship with no 
preference for influence between the variables and the single arrow line represents the 
observation o f influential relationships existing between and among independent, 
mediating and dependent variables. The double line is highlighted first because 
correlations are discussed before the influential relationships between and among 
variables in my study.
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The self-determination (SDM [independent]) variable, which is located on the 
upper left side of Model A, is connected to the persistence attitudes (bottom left comer of 
framework) and persistence behavior (the bottom right comer of the framework) by a 
double arrow line and a single arrow line. The double arrow line and the single arrow line 
move vertically to connect the SDM variable to the PA variable. The double arrow line 
signifies the examination o f the reciprocal correlation between the second year HBCU 
students' self-determined motivation and persistence attitudes. The single arrow line 
represents the influence that the students' self-determined motivation has on their 
persistence attitudes. A double arrow line and a single arrow line move diagonally from 
the SDM variable toward the bottom right comer o f Model A to connect with the PB 
variable. The double arrow line signifies the reciprocal correlation between the second 
year HBCU students' self-determined motivation and persistence behavior. The single 
arrow line, which moves diagonally from SDM variable toward the PB variable, 
represents the influence that the students' self-determined motivation has on their 
persistence behavior. A double arrow line moves horizontally from the SDM variable on 
the upper left comer o f the model to connect with the El variable on the upper right 
comer o f the model. The double arrow line represents the reciprocal correlation between 
the two variables and the association between second year HBCU students' self- 
determined motivation and their emotional intelligence. The single arrow line, which 
moves horizontally from the El (independent) variable on the right side o f the model 
towards the SDM (dependent) variable on the left side of the model indicates the 
influence o f second year HBCU students' emotional intelligence on their self-determined 
motivation.
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The second model (Model B) in the above framework includes a display of 
relationships between and among the self-determination (SDM), Emotional Intelligence 
(El), Persistence Attitudes (PA), and Persistence Behavior (PB) variables. Situated at the 
top of the model is the SDM (independent variable), which connects to the Emotional 
Intelligence (El [mediating]) variable, located in the center of the model. The El variable 
is positioned in the center of the model to signify its role and function as the mediating 
variable for my study. The Persistence Attitudes (PA [dependent]) variable is located at 
the bottom left comer and the Persistence Behavior [dependent variable] is located on the 
bottom right comer o f the model. The single arrows moving from the SDM variable to 
the El mediating variable and from the El mediating variable to the PA variable and the 
PB variables demonstrate the examination of second year HBCU students' self- 
determination as influenced by their emotional intelligence on their persistence attitudes 
or persistence behavior. The statistical links between and among the variables and the 
measures used to solicit data needed to explain the connections in this study will be 
explained more fully in Chapter 3.
Summary
This review of literature presented perspectives about the ways in which the 
academic persistence of Black students enrolled at historically Black colleges and 
universities is influenced by students' motivation and emotional intelligence. Studies on 
undergraduate persistence have primarily focused on students who attend postsecondary 
institutions in general and have applied persistence theories in ways that address the 
enrollment behaviors o f learners in a broad sense (Leppel, 2002; Lohfink & Paulson, 
2005). However, when considering the growing body of research that focuses on the
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critical factors affecting undergraduate persistence of students, including Blacks, (Halpin,
1990), an absence o f the examination o f Black sophomore persistence behaviors at public 
or private HBCUs was apparent. Therefore, this study sought to address the gaps in 
higher education research particularly in the areas o f sophomore or transitioning student 
experiences at Historically Black colleges, and emotional intelligence, motivation, and 
persistence in this academic environment.
Persistence in academia continues to be important to individuals who believe that 
higher education contributes to the quality o f individuals' lives (Paulsen & St. John, 2002; 
Pema, 2003). It is also important to state policy makers who have adopted policies to 
increase student retention with the goal of raising graduation rates and federal policy 
makers who use degree completion rates as markers for performance and quality 
assurance at postsecondary institutions in the United States (Gold & Albert, n.d.). 
President Obama's degree completion agenda has inspired the development o f state 
policies that address issues related to student success and degree attainment in a time 
during which the U.S. is falling behind other countries in global competiveness (Russell, 
2011). The degree completion agenda has brought the issue of persistence to the nation's 
attention and has illustrated that academic success and persistence among students at 
postsecondary institutions is key to the nation’s goal o f reviving its economy (Russell,
2011).
Individuals who progress in the postsecondary education environment are those 
who exemplify types o f self-determined motivation that support their persistence attitudes 
and behaviors (Schunk, 1990). Ryan and Deci (2000) made distinctions between types of 
academic self-determination by linking undergraduates' intrinsic and extrinsic motivation
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and their psychological need to feel autonomous, related, and competent in the learning 
environment. This connection assisted with understanding that intrinsically motivated 
learners succeed because o f their inherent appreciation for knowledge acquisition, and 
extrinsically motivated students achieve because of their desire to reach outcomes 
established by external sources (Deci & Ryan, 1997). Further, the connections made 
between the students' types of motivation and their psychological needs also clarify that 
students who feel a sense of independence, connection, and competence in the learning 
environment not only achieve, but also successfully move toward goal completion (Deci 
& Ryan, 2000b; Schunk, 1990).
Understanding the connections between motivation, emotional intelligence, and 
persistence becomes critical for educating high-risk students or those who must work 
through a myriad o f personal, academic, and social challenges in order to perform 
successfully in their postsecondary institutions (Urdan & Schoenfelder, 2006). Hence, a 
focus on Black students' self-determination was important for this research. Much o f the 
research on self-determination did not focus on the types o f self-determined motivation 
embraced among Black students in general, and Black second year students at HBCUs, 
specifically; therefore, this study applied Deci and Ryan's (2000b) Self-Determination 
theory to the Black sophomores included in this research study.
Chickering and Reisser's (1993) vectors o f student development promote an 
understanding o f student growth and progression in their undergraduate experiences. The 
seven vectors were included in the review of literature to offer a general perspective of 
student development and to provide additional support for the links between the 
constructs o f motivation and emotional competence, and progression in the
undergraduate environment. The vectors facilitated an understanding o f the ways in 
which motivation and emotions affect students' growth and transitions through the 
intellectual, physical, and social competencies that are essential to learners' success in the 
collegiate environment. Implied by the theorists is that students' ability to move through 
the vectors of development depend on their level o f motivation and the ways in which 
students handle their feelings in college. Although the seven vectors provided insight on 
undergraduates' development o f motivation and emotional competence, they fall short 
because they neglect to address Black self-identity, which is crucial to Black students' 
experiences at any postsecondary institution.
At various stages of their college lives, Blacks attempt to connect or reconnect to 
their ethnicity (Allen, 1992a). This quest does not end once these individuals come to 
campus, instead the desire to embark upon the quest for self-identity increases as they 
build their intellectual, physical and social capacities in the higher learning setting. Cross 
and Fhagan’s (2001) theory of Nigrescence outlines the stages that many Black students 
experience as members o f the African American community. Much like their journey 
through Chickering and Reisser's (1993) developmental vectors, students may be 
motivated to venture into and progress through Cross and Fhagan’s (2001) pre-encounter 
stage to internalization in which they learn to appreciate their own, and others' ethnicities 
rather than simply seeing the world around them as pro-White or color-blind .
Schaller (2005) established a way to comprehend the stages that second year 
students encounter as they grow in terms o f their identity development as sophomores. 
She acknowledged that second year students' transition through stages o f random 
exploration, tentative choice, and commitment, which play a vital role in the students'
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new identities on campus. This information builds an understanding that students' 
identities are tied to their search for self-purpose, and that knowledge of self-purpose 
requires them to grow and move beyond random exploration and connect with their 
internal voices prior to making solid decisions based on their values. These experiences 
apply to Black students, particularly HBCU sophomores, who find themselves identifying 
and affirming their decisions related to future aspirations. Like other students, Blacks 
who attempt to connect with their internal voices, begin to look inward, identify their 
motives and academic and career decisions, which may have been fueled by external 
sources (Baxter Magolda, 2001; Deci & Ryan, 2000b; Perry, 1999; Schaller, 2005).
Baxter Magolda’s (2001) research was included in this literature review to 
acknowledge the multidimensional development o f all students and to offer a viable path 
for individuals to follow in their search for self. She argued that self-authorship serves as 
a means for students to begin to define themselves, their roles, and their purposes in life. 
Self-definition is critical for Black undergraduates at predominately White institutions, 
who often benefit from academic and social support services that motivate toward degree 
completion (Steward et al., 1990). For Blacks at PWIs, additional challenges are 
presented as they transition into and move through their sophomore year on cam pus-a 
period characterized by difficulties such as adjusting to numerous responsibilities and 
dealing with feelings of apprehension isolation and confusion (Gahagan & Hunter, 2006).
On the one hand, Black students at HBCUs are no different from their White or 
Black counterparts in this regard as they, too, must be guided in their quest to connect 
with their internal foundation prior to making important academic and career decisions. 
On the other hand, the experience that is unique to Black students is that they are likely to
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demonstrate traits of self-authorship by using coping skills from their experiences with 
racial discrimination to make sense of an environment in which they strive to take a firm 
stand on their self-definitions and goals (Baxter Magolda, 2001). Yet, literature on the 
experiences o f Blacks at PWIs observed the difficulties that they have on White 
campuses and how Black students need to identify personnel who are able to effectively 
address their issues and concerns (Steward et al., 1990; Taylor, 1986) and confirmed the 
institutional characteristics (e.g., faculty-student interaction and student-peer support) of 
HBCU as factors leading to successful personal, academic and social development 
(Allen, 1992b; Bush & Bush, 2010).
Blacks, particularly Black sophomores, who are unable to connect with helpful 
campus personnel or to campus resources attempt to cope by seeking advice from their 
ethnic peers or sources off campus (Allen, 1992a), or by ignoring or disconnecting from 
issues that focus on their Blackness in order to survive the academic environment 
(Steward et al., 1990; Taylor, 1986). The students' desire for self-authorship at 
postsecondary institutions that struggle to provide services to support their development 
as second year learners may be reflective of the lack of literature that focuses on 
sophomore motivation, emotion, and persistence, and may be indicative o f why the 
approaches that HBCUs employ to assist their sophomore students on campus were 
unknown.
Literature regarding the strategies that HBCUs use to support their sophomore 
students considers the issues that second year students face in the academic environment. 
As second year students, many Black sophomores in the Black college environment face 
internal conflicts that require them to seek learning partnerships with faculty who can
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assist with utilizing emotion-focused and problem-solving coping strategies to reduce the 
intensity of emotional stress that stem from confusion (Lazarus, & Folkman, 1984).
These sophomores often seek assistance with using coping strategies that would allow 
them to identify what they are feeling and to manage conflicting emotions that could keep 
them from successfully integrating into the academic setting and functioning 
appropriately when interacting with others in the learning setting (Allen, 1992a; Salovey 
& Mayer, 1980).
Sophomores on Black campuses look to faculty and other college personnel to 
assist their involvement and integration into the academic environment. Faculty-student 
relationships are important to Black students as faculty members motivate learners to use 
self-regulation and emotional management skills within the academic and social settings 
(Allen, 1992b; Mayer, Salovey, & Caruso, 1990; Obgu, 2003). Participating in a 
coordinated process with their faculty and other college personnel who function as guides 
create informational (Deci & Ryan, 2000a; Reeve, 2006) environments in which the 
students are able to use their sense of competence and feelings o f autonomy to acquire 
knowledge and identify values that reflect their internal foundations.
At HBCUs, faculty members and personnel who support students value the 
opportunity to cultivate informational environments that nurture Black learners by 
serving as an extended family network (Hirt et al., 2006) that sustains them during their 
second year. They acknowledge the students’ needs for relatedness by empowering them 
to become independent thinkers who are capable of contributing their talents in an 
academic setting that embraces their cultural heritage (Allen, 1992b; Cohen, 2003). The 
relationships existing between Black second year students and their HBCUs' personnel
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could set the standard for PWIs and other types o f postsecondary institutions that seek to 
support high-risk students. The connections established between HBCU students and 
faculty not only influences Black students' academic and social integration on campus, 
but also their perceptions of the institutions' commitment to their academic achievement 
and success (Meyer, Spencer, & French, 2009; Zimmerman, 1990). As with students 
attending other postsecondary institutions, Black HBCU sophomores' perceptions of 
college are tied to their institutions' commitment to their academic success, and it is this 
commitment that motivates them to achieve and realize their overall goals, including 
academic persistence (Heisserer & Parette, 2002).
This dissertation builds on the extant literature on student motivation, emotional 
intelligence, and academic persistence-topics that have mostly been investigated 
separately. With a focus on HBCUs, this investigation adds information to the various 
bodies o f literature (e.g., self-determination, emotional intelligence, Black persistence, 
and sophomore persistence) that have not considered the experiences o f Black 
sophomores in the private or public Black university setting. The few studies that have 
observed the associations between these constructs have done so without focusing on 
second year students at a Black private or public postsecondary institution. Therefore, 
the relationships between or among Black students' self-determination, emotional 
intelligence, and academic persistence at HBCUs were unknown. The analysis o f the 
data from Black HBCU sophomores' responses to surveys that revealed associations 
between or among the variables in this study, will assist members in the higher education 
community by providing viable information that may shift their thinking about best 
practices in terms of supporting the Black students.
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Chapter Three: Methodology
The purpose o f this investigation was to explore the influence o f self-determined 
motivation as it relates to intrinsic or extrinsic motivation, emotional intelligence, and 
persistence o f second year Black students attending a private versus a public HBCU. It 
not only sought to discover the relationships existing between and among the students' 
intrinsic or extrinsic motivation, emotional intelligence, and their persistence attitudes or 
behaviors, but also the degree to which emotional intelligence, as a mediating variable, 
influenced these constructs.
This study involved surveying Black second year students' self-determined 
motivation by observing the extent to which their levels o f their self-determination (e.g., 
intrinsic, components o f extrinsic motivation, and amotivation) were associated with or 
had an influence on their emotional intelligence and academic persistence attitudes and 
persistence behaviors at a private historically Black or a public historically Black 
university. The data collected were analyzed by several statistical methods. Descriptive 
statistics provided data concerning the means and standard deviations by age, gender, and 
institution type. Also described were the rates of persistence attitudes and persistence 
behaviors. Descriptive information was calculated and displayed in a table in this 
investigation so that reviewers could gain a fuller view of the population o f Black 
students attending their private HBCU or their public HBCU.
Multiple regression models were chosen to estimate the influence o f the 
independent variables on the dependent variable o f persistence. This method allowed an 
analysis of the association and the affect (Kiess, 1996) of the respondents' levels of self- 
determined motivation, emotional intelligence, persistence attitudes, and persistence
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behaviors. The multiple regression procedure was selected because more than one factor 
(e.g. components o f self-determined motivation, emotional intelligence total score, 
components of academic persistence attitudes and academic persistence behavior scores) 
was observed and measured to account for their percentage o f variation in the criterion 
variables representing persistence attitudes and persistence behaviors (Levin & Fox,
1991). Thus, the coefficient of determination or R2 yielded in the multiple regression 
analysis displayed the proportion o f variance accounted for by the components o f self- 
determined motivation, persistence attitudes or persistence behaviors, and the total score 
o f emotional intelligence o f the HBCU students in this investigation (Gall et al., 2007; 
Kiess & Green, 2010). Furthermore, the multiple regression procedure assisted with 
understanding the independent or predictor variables' contributions to the criterion 
variable (Spiegel, 2000), which were measured in the private HBCU and the public 
HBCU setting for comparison. This statistical process also assisted with understanding 
whether emotional intelligence played a mediating role among the variables.
Because comparisons were examined between and among the variables in this 
study, a multivariate t-distribution helped determine whether there were significant 
differences in the measures between the two groups (George & Mallery, 2009). For this 
study, comparisons were examined to determine the influences o f HBCU private and 
HBCU public second year students' self-determination according to their responses to the 
intrinsic motivation items such as individuals' motivation to know, to accomplishment, 
and to experience stimulation. Also examined was their extrinsic motivation to include 
individuals' identified, introjected, and external regulation scores. Students' amotivation 
scores were also included in the study as this component is included on the Academic
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Motivation Scale and important for this study. The responses to the items on the AMS 
scale were compared to the emotional intelligence total scores of the students at both 
types o f institutions. Further, components of the students' self-determined motivation 
were compared to their persistence attitudes as measured by their responses to the Peer- 
Group Interaction, Interaction with Faculty, Faculty Concern for Student Development 
and Teaching, Academic and Intellectual Development, and Institutional and Goal 
Commitment items on the Institution Integration Scales. Additional comparisons were 
made between students' self-determined motivation and their responses on the Persistence 
Behavior Questionnaire. For both samples, comparisons were made in terms of the 
degree to which the students' emotional intelligence served as the mediating variable 
between their self-determined motivation, persistence attitudes, or self-determined 
motivation and persistence behavior.
The correlational feature of this study, which was the third procedure employed, 
included an examination o f the relationships between components of Black second year 
private HBCU and the Black second year public HBCU students' self-determined 
motivation, emotional intelligence total score, and components of the academic 
persistence attitudes and persistence behaviors of the learners attending the two 
institutions. This research provided new data regarding the association between 
institutional comparisons of variables contributing to HBCU sophomore student 
persistence.
Figure 1 outlines how the instruments, constructs, and components for this study 
are aligned and associations between variables are observed. In the below model, the
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instruments are located in the shaded boxes. The boxes below the instruments are the 
dimensions, orientations, or components o f the constructs examined in this study.
On the upper left side o f the model are the Academic Motivation Scale (AMS) 
and the dimensions it measured {IM to Know, 1M toward Accomplishment, and IM  to 
Experience Stimulation). Below the IM boxes are the self-determination motivation 
dimensions of EM-Identified Regulation, EM-Introjected Regulation, and EM-External 
Regulation. Under the EM dimensions is the Self-determination orientation of 
Amotivation. To the right o f the boxes is a circle with SDM  or the Self-Determined 
Motivation construct. The grey arrows pointing from the SDM construct to each of the 
self-determined motivation dimensions and to the Self-determined orientation of 
Amotivation indicate that the AMS measured each self-determination dimension as well 
as the amotivation orientation.
On the lower right side of the model is the shaded box labeled MSCEIT. The 
MSCEIT or the instrument measuring emotional intelligence in this study is situated on 
top of four boxes, each with the names of the four branches o f emotional intelligence. 
The branches are Perceiving Emotions, Facilitating Emotions, Understanding Emotions, 
and Managing Emotions. To the right of these boxes is a shaded circle with the words, 
E l Total Score. The grey arrows pointing from the El Total Score to each o f the boxes 
indicate all four branches of El was included in the total score for emotional intelligence.
On the upper right side of the model is a shaded box with the letters PBQ. The 
acronym represents Persistence Behavior Questionnaire, which measures the persistence 
behavior o f students in this study. Below the PBQ boxes are the components of 
persistence behavior with boxes representing students' Plans fo r  Continued Enrollment,
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Registered fo r  the Next Semester, Plans fo r  Next Semester's Payment, Regular Course 
Attendance, Performance in Courses, Good Academic Standing. To the left of the boxes 
is a circle with PB or the Persistence Behavior construct. The grey arrows pointing from 
the PB construct to each of the persistence behavior boxes indicate that the PBQ 
measured each o f the persistence behavior components.
On the lower left side of the model is the shaded box labeled IIS or Institution 
Integration Scale. The box for the IIS or the instrument measuring students' persistence 
attitudes in this study is situated on top o f four boxes, namely the Peer-Group 
Interactions, Interactions with Faculty, Faculty Concerns/Student Development, 
Academic Intellectual Development, and Institutional & Goal Commitment. To the left of 
these boxes is a shaded circle with the letters, PA, which represents persistence attitudes. 
The grey arrows pointing from the PA circle to the boxes under IIS indicate that the 
Institution Integration Scale measured the five components, respectively.
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In most analyses, self-determined motivation served as an independent variable. 
Specifically, when being measured against the persistence attitudes (dependent) variable, 
and the persistence behavior (dependent) variable, respectively, self-determined 
motivation functioned as the independent variable. Persistence attitudes served as a 
dependent variable in analyses in which it was measured against self-determined 
motivation and emotional intelligence as separate independent variables.
Emotional intelligence served as the mediating variable in this study. As the 
mediating variable, it functioned to the degree that it accounted for the relationships 
between the independent/predictor variable and the dependent/criterion variable (Baron 
& Kenny, 1986). See figure 2.
The Layout of the Independent, Mediating, and Dependent Variables
Independent Variable Mediating Variable Dependent Variables
Persistence
AttitudesSelf-
Determination
M otivation
Emotional
Intelligence
Persistence
Behaviors
Figure 2: Emotional intelligence as a mediating variable between independent and 
dependent variables.
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Emotional intelligence did not always serve as the mediating variable. In some 
instances, the construct functioned as an independent variable when being measured 
against the persistence attitudes and persistence behaviors as respective dependent 
variables and a dependent variable when being measured against self-determined 
motivation (See Figure 3).
Emotional Intelligence in the Roles of an Independent 
and a Dependent Variable
A.
Independent Variable Dependent Variables
Persistence
Attitudes
Persistence
Behaviors
Emotional
Intelligence
Self-
Determination
M otivation
Emotional
Intelligence
Figure 3: Emotional intelligence functioned as an independent when 
being observed with the persistence attitudes and the persistence 
behaviors variables. When observed with Self-determined 
Motivation, Emotional Intelligence was the dependent variable.
A quantitative method was selected for this study because the quantifiable 
variables of self-determined motivation, emotional intelligence, academic persistence 
attitudes, and academic persistence behavior were identified as factors contributing to 
persistence attitudes and persistence behaviors. Statistical analysis estimated the effect of
104
the factors on persistence, and discovered the strength and direction of the relationship 
between the known variables (Kiess, 1996; Neumann, 2006). An experimental approach 
requires the creation of equivalent groups by randomly assigning subjects to treatment 
conditions and therefore was not employed in this investigation (Kiess & Green, 2010). 
Instead, a non-experimental statistical approach was used for this study because there was 
no manipulation of independent variables (Best & Khan, 1989). Therefore, the 
methodology for this study was best suited in that this approach yielded data regarding 
the degree o f the association or relationship between and among the variables in this 
investigation (Gall et al., 2007). Analysis in this non-experimental design study included 
descriptive statistics, multiple regression (Kiess & Green, 2010), and measurement of 
correlation among the variables at the two different sites, namely a private HBCU and a 
public HBCU (Gall et al., 2007) where Black/African-American full-time second year 
students spent time responding to four instruments.
Population & Sample
This section reviews the process for sample selection of the student population at 
the Black universities in this investigation. Furthermore, it explains why and how 
participants were selected from the student population and provide a rationale for the 
sample size (Creswell, 2005).
The sites for this study included a private historically Black university and a 
public historically Black university. These sites were intentionally selected because both 
institutions' were established to serve the educational needs of Blacks, who were 
historically denied admission into predominately White institutions (OCR, 1991). 
Furthermore, the sites were selected because both institutions have been influential in
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their roles of educating Blacks and are committed to and successful with closing the 
nation's achievement gap in the U.S. and addressing issues involving academic equity by 
positioning Black women and men for academic success and degree completion 
(ETS, 2013; OCR, 1991). The private HBCU offers a broad range o f bachelors, masters, 
and some doctoral degrees in the areas o f liberal arts, science, and religion. The 
institution has a student population 2,518 students of which 1,359 students are enrolled in 
undergraduate programs. The student body at the private HBCU, which is located in an 
urban location, consists o f 95% Black, 0.3% White, 0.0% Asian or Pacific Islander, 1.2% 
Hispanic, and 0.3 % American Indian/Alaskan Native. The most recent institutional data 
revealed a student-faculty ratio of 14:1 and a 49% first-time full-time fall-to-fall retention 
rate, where 199 of its 403 first-time full-time students persist to the fall semester o f their 
sophomore year; State data, 2012). Also reported for the university were a 31% four-year 
and a 49% six-year graduation rate (CollegeMeasures.org, n.d.).
The public HBCU examined in this investigation has 6,728 students and an 
undergraduate student population o f 6,026 (State data, 2012), which consists o f 83% 
Black, 6% White, .8% Asian/Pacific Islander, 3% Hispanic, and .3% American Indian 
students. Much like its private counterpart, the public HBCU is located in an urban 
setting and offers a broad range of undergraduate programs in the areas of liberal arts, 
science and technology. Unlike its counterpart, however, it offers a limited number o f 
associate degrees. Moreover, it offers an array o f bachelor's degrees in liberal arts and 
sciences. With a growing number o f graduate studies on campus, the public HBCU offers 
a number of masters and professional programs to include doctoral degree programs in 
the fields o f psychology and engineering. A total of 480 or 74% of the first-year students
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persisted to the fall semester of their sophomore year (Grove, 2013b). With a 19:1 
student to faculty ratio, the HBCU has a 14% four-year and a 36% six-year graduation 
rate (Grove, 2013b). Table 1 displays the above characteristics o f the private and public 
HBCUs.
Table 1
Characteristics o f  the Private and the Public HBCUs
Institu tion /
% Race/Ethnicity
Student
Population
Undergrad
Full/Time
Population
Stud/Fac
Ratio
% Fall/Fall 
Persistence
4 yr.
%
Grad
6 yr
%
Rates
P R IV A T E  H B C U
Black 95 
W hite 0.3 
Asian/Pac. Islander 0.0  
Hispanic 1.2 
Amer. Indian/ 0.3 
Alaskan Native
2,518 1,359 14:1 49 31 49
P U B L IC  H B C U
Black 83 
W hite 4 
Asian/Pac. Islander 2 
Hispanic 3 
Amer. Indian/ 0.3 
Alaskan Native
6,728 6,026 19:1 74 14.2 36
The sample from each institution consisted of Black students who are classified as 
full-time second year or sophomores on campus. The inclusion of Black second year 
learners as participants in this study was an important goal because they would have 
persisted at the universities for at least two semesters as full-time students and 
represented the population of interest for this study, namely Black students. The 
sophomore classification or second year status o f these students was based on the number
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of credits earned at the university. Individuals selected for this sample earned between 
30 and 60 credits toward their bachelor degrees.
At the historically Black universities included in this investigation, the sample of 
students had an equal chance o f being selected to participate in this study (Fowler, 2009). 
The study utilized a simple random sampling procedure to identify participants. Gall, 
Gall, and Borg (2007) stated that this type o f sampling procedure would ensure that 
members in the target population would be adequately represented in the sample. A 
sample of N =100 students was selected for both HBCU sites. The size o f the sample 
was determined based on the need to meet the conditions o f the multiple regression 
analysis, and to ensure that the sample at each HBCU was representative o f the 
population of sophomore students at each o f institutions in this study. It was important 
for the samples to be large enough to detect statistical significance and relationships, 
which could have influenced the internal and external validity of this research (Gall et al., 
2007; Kiess, 1996).
Participants for this study were randomly selected from a list of the total 
population o f second year students at the private and the public HBCUs. A list of 
sophomore students meeting the criteria of this study was obtained from an 
administrative office at each of the institutions. Sampling occurred until 100 students at 
the private and public sites, respectively, were selected to participate in this study.
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Variables
This section reviews the variables used in this research, along with the associated 
scales and subscales, included in the study. Table 2 outlines the constructs for the self- 
determination scale measured with the Academic Motivation Scale. This construct 
assesses the dimensions o f participating students’ self-determined motivation and seeks 
to discover the degree to which they are intrinsically motivated to know, intrinsically 
motivated to accomplish, and intrinsically motivated to experience stimulation. Also 
included is extrinsic motivation, which includes the students' introjection regulation and 
identified regulation. The table also displays the measure for amotivation, which is a 
subscale that has been considered as being the furthest away from intrinsic motivation on 
the self-determination continuum (Deci & Ryan, 2000a; Vallerand et al., 1993.
Emotional intelligence, which includes the students' abilities to perceive, 
facilitate, understand, and manage their emotions in a total El score, is indicated with the 
MSCEIT instrument designed to measure dimensions of emotional skills, specifically 
(Mayer, Salovey, & Caruso, 2004).
Persistence attitudes presents the students' peer-group interaction, interaction with 
faculty, faculty concern for student development and teaching, academic and intellectual 
development, and institution and goal commitment. The construct of persistence is 
measured by the Institution Integration Scale (Pascarella & Terenzini, 1980). The 
persistence behavior is represented by the Persistence Behavior Questionnaire, which 
determines the students' continued enrollment at their respective postsecondary 
institutions the semester after they completed their AMS, MSCEIT, and IIS measures.
109
Table 2
Variables, Measures and Subscales fo r  Self-Determination, Emotional Intelligence, 
Persistence Attitudes and Persistence Behaviors
Variables Measures Subscales
Self-Determination AMS Intrinsic Motivation 
IM-to Know 
IM-to Accomplishment 
IM-to Experience Stimulation
Extrinsic Motivation AMS External Regulation 
Introjected Regulation 
Identified Regulation
Amotivation AMS Amotivation
Emotional Intelligence MSCEIT Total Score to 
include:
Perceiving Emotions 
Facilitating Emotions 
Understanding Emotions 
Managing Emotions
Persistence Attitudes IIS Peer-Group Interaction 
Interaction with Faculty 
Faculty Concern Student 
Develop/T eaching 
Academic & Intellectual 
Development 
Institution & Goal 
Commitment
Persistence Behaviors PBQ Students' Continued 
Enrollment
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Instrumentation
This section provides additional details regarding the variables and measures that 
will be used in this investigation (Rudestam & Newton, 2007). First, a review of the 
appropriateness of the instruments for the environment and for the population targeted in 
this investigation occurred (Rudestam & Newton, 2007). Second, a review of the 
reliability and validity occurred to demonstrate credibility (Neuman, 2006). For this 
study, the reliability of these instruments was viewed to determine the extent to which 
other investigators would arrive at similar results if they studied the same case using the 
same procedures as the first researcher (Gall et al., 2007). Validity was established when 
viewing the relationship between test content and the constructs that they claimed to 
measure (Gall et al., 2007). Another option for determining validity was through the 
observance o f the relationship between respondents' answers to questions related to their 
self-determined motivation, emotional intelligence, persistence attitudes, and persistence 
behaviors, and the measure o f their scores (Fowler, 2009).
Structural information and technical descriptions were discussed as a way of 
demonstrating that I have conceived o f the phenomena of self-determined motivation, 
emotional intelligence, persistence attitudes and persistence behaviors in ways identical 
to those of the test developers (Rudestam & Newton, 2007). The Academic Motivational 
Scale (AMS), Institutional Integration Scale (IIS), Mayer, Salovey, Caruso Emotional 
Intelligence Test (MSCEIT), and the Persistence Behavior Questionnaire (PBQ), which 
were administered to students in small groups, were used to elicit responses from 
participants. The responses were analyzed to determine the impact o f Black second year 
students' self-determined motivation and emotional intelligence on their persistence
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attitudes and persistence behaviors at the private historically Black university or public 
historically Black university. Descriptions of the measures are provided so that 
individuals will see the extent to which they are important to this study (Best & Khan, 
1989).
Academic M otivational Scale (AMS-College Version). Vallerand, Pelletier, 
Blais, Briere, Senecal, and Valleres (1992) developed the Echelle en Motivation en 
Education (EME) and the Academic Motivation Scale (AMS) from Deci and Ryan's 
(1985) theory of self-determination, which proposes that from birth, humans possess the 
natural desire for stimulation. Given that the academic environment either supports or 
discourages individuals' innate drive to progress in it, the AMS, which measures college 
students' intrinsic, extrinsic, and amotivation factors, was used to measure dimensions of 
motivations in the educational environment in which they are enrolled (Fairchild, Horst, 
Finney, & Barron, 2005).
The Echelle en Motivation en Education was validated in its translation from 
French to English (Vallerand et al., 1992). The validation employed two back translation 
procedures, which were assessed by a committee comprised of two bilingual individuals 
and the authors of the original version of the EME scale. This resulted in two English 
versions o f the original French scale. A committee of individuals analyzed the English 
scales and found that 28 items were translated appropriately. These items were selected 
for the Academic Motivation Scale. Afterwards, a pretest was conducted on 10 junior- 
college students in Canada to confirm on the instrument's items and instructions. After 
making minor changes to the instructions, the Academic Motivation Scale, which 
measure intrinsic and extrinsic motivation (Vallerand et al., 1993), was developed.
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Although the authors o f the EME/AMS did not outline what percentage o f the AMS was 
taken from the EME, details concerning the composition as well as the reliability o f the 
scale were discussed.
The Academic Motivation Scale measures variables that are based on the self- 
determination continuum posited by Deci and Ryan (1985). The self-determination 
theory proposed that self-determined behaviors fall on a continuum, as demonstrated in 
Figure 4 below. The continuum includes the forms of intrinsic motivation such as 
Intrinsic Motivation to Know, Intrinsic Motivation toward Accomplishment, and Intrinsic 
Motivation to Experience Stimulation. Also included on the continuum are the 
differentiated four forms of extrinsic motivation to include external regulation, 
introjected regulation, identified regulation, and integrated regulation. The end points of 
the continuum are amotivation and intrinsic motivation and the external motivation 
constructs are positioned toward the center of the continuum. The more internalized 
forms of external motivation are situated on the right side of amotivation and are closer to 
the intrinsic motivation variable. The behaviors that are closest to intrinsic motivation 
bring forth higher levels o f self-determined behaviors (Fairchild et al., 2005).
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Figured. Self-determination continuum. Deci & Ryan, (1985).
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Vallerand and associates (1992) agreed with Deci and Ryan's (1985) notion that 
intrinsic motivation, which is the highest form of self-determined behavior, is driven by 
different factors, however, their evolved theory o f self-determination has three 
distinguishing subcategories of intrinsic motivation. Vallerand and associates (1992) 
argued that intrinsic motivation is differentiated by individuals' intrinsic motivation to 
know, intrinsic motivation to accomplishment, and intrinsic motivation to experience 
stimulation. Thus, the variables on the self-determination continuum include 
amotivation, external regulation, introjected regulation, identified regulation, intrinsic 
motivation to know, intrinsic motivation to accomplishment, and intrinsic motivation to 
experience stimulation constructs (Vallerand et al., 1993). Like Deci and Ryan's (1985) 
self-determination theory, Vallerand and associates (1993) believed that on a continuum 
of self-determined actions, motivation behaviors improve as they move away from the 
left or negative end of the continuum and toward the right-into a positive direction until 
the intrinsic motivation end point is reached. The seven constructs on the continuum are
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a part o f the subscales, represented on the Vallerand and associates (1992) self- 
determination motivation measure (Cokely, Bernard, Cunningham, & Motoike, 2001; 
Vallerand et al., 1992).
The reliability o f  the AM S. The AMS is the most used academic motivation scale 
to measure motivation (Chong & Ahmed, 2012). A 7-point format is used in the 
subscales and is ranged from 1 = does not correspond toward the midpoint, 4 = 
corresponds moderately, and then to 7 = corresponds exactly. In a 1992 study validating 
the English version o f the EME, the survey was administered to 217 Canadian college 
students (n = 110 females and n=  107 males at the mean age of 21; Vallerand et al., 
1992). Yielding Chronbach's alphas ranging from .76 to .86 with the exception of the 
identified subscale, which had a coefficient value of .60, this Canadian study tested the 
internal consistency o f all subscales, and found them to be adequate and with 
Chronbach's alphas typically over .70. Vallerand and associates (1992) reported the 
below internal consistency values:
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Table 3
AMS-Internal Consistency
Variables Chronbach's Alpha Values
Amotivation .86
External Regulation .76
Introjected Regulation .81
Identified Regulation .60
Intrinsic Motivation to Know .79
Intrinsic Motivation toward Accomplishment .78
Intrinsic Motivation to Experience Stimulation .81
The reliability estimates of the subscales were generally acceptable, considering 
that each of the subscales are made up of four items (Vallerand et al., 1992) and as the 
reliability tends to be lower on items that are included on measures that are short in 
length (Gall et al., 2007). The identified regulation's alpha value o f .60 is a concern and 
can be problematic for research as the acceptable reliability estimate for scales are at least 
.70 (Cortina, 1993). Low reliability o f subscales often creates skepticism in terms of an 
instrument's validity or ability to measure what it claims to measure (Best & Khan, 1989) 
and causes difficulties with making valid inferences from the findings o f a study (Gall et 
al., 2007). Understanding this, Vallerand and associates (1992) analyzed the identified 
regulation subscale in a different study conducted in which they validated the English 
version of the EME that involved a sample of 745 university students in Ontario and a
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second sample of 57 university students. The second sample of students were 
administered the AMS twice over a 30-day period. Experts who argue that the 
Cronbach's alpha is the most widely accepted measure o f reliability, acknowledged that 
other measures could be used to estimate a scale or subscale's reliability (Cortina, 1993). 
Gall and associates (2007) discussed the use of the test-retest reliability procedure and 
noted its effectiveness as an indicator of the reliability of the instrument's reliability, 
especially in instances when an instrument is employed to measure the same phenomenon 
under the same conditions, and providing that there is an appropriate delay between the 
two test administrations. Vallerand and associates' (1992) measured the internal 
consistency and temporal stability of the Academic Motivation Scale and found 
satisfactory test-reliability across the subscales with test-retest correlations ranging from 
.71 to .83, with the identified regulation test-retest correlation being estimated at .79, 
which meets the standards for research.
The validity o f  the AM S. Vallerand and associates (1993) analyzed the concurrent 
validity o f the AMS subscales by using a correlation procedure to determine the 
relationships between the AMS subscales and other motivation scales. The items on the 
AMS were measured against the Gottfried's (1985) motivation scale. The prediction that 
the three intrinsic motivation subscales (e.g., IM to know, IM to accomplishment, and IM 
to experience stimulation) were strongly correlated with items on the Gottfried scale was 
confirmed. As well, Vallerand and associates' (1993) predictions that the AMS' three 
intrinsic motivation subscales would correlate highly with the Nicholl Task Orientation 
scale were confirmed, as there were strong associations between the three intrinsic 
motivation subscales and the items on the task orientation scale. Further, there were
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moderate associations between introjected regulations and the task orientation items, and 
moderate associations between identified regulation and the items on the task orientation 
scale (Vallerand et al., 1993, p. 164). The identified regulation construct was positively 
correlated with the motivational variables, although the positive relationship between the 
identified regulation and the task-oriented items existed to a lesser extent than the three 
intrinsic motivation subscales and to the same degree as the introjected regulation 
subscale. Also, the identified regulation positive association with the task-oriented items 
existed to a greater extent than the external regulation and amotivation subscales 
(Vallerand et al., 1993).
Vallerand and associates' (1993), predictions continued to be confirmed when 
analyzing the AMS subscales against the Work Avoidance scale (Vallerand et al, 1993). 
As hypothesized, with the exception of amotivation and external regulation, all of the 
AMS' subscales, including identified regulation, were negatively correlated with work 
avoidance.
Vallerand and associates (1993) assessed the construct validity of the Academic 
Motivation Scale in three ways. First, they examined the correlations among the seven 
AMS subscales. Second, they examined the correlations between the AMS subscales and 
motivational antecedents from other studies. Third, they examined the correlations 
between the AMS subscales and the motivational consequences subscales, which reflect 
consequences that progress in a positive direction as individuals' self-determined 
behaviors move from amotivation to intrinsic motivation.
Construct validity for the AMS was supported among the instrument's subscales. 
The Pearson correlation procedure determined the extent to which associations among
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constructs were based on Deci and Ryan's (1985) self-determination theory. Vallerand 
and associates' (1993) predictions were supported as a simplex pattern displayed adjacent 
subscales with high correlations and subscales at the opposite end of the self- 
determination continuum displayed the most negative associations. Further support for 
construct validity was revealed as the three intrinsic motivation subscales showed the 
highest positive correlations among themselves, and where the three subscales assessed 
similar, but not identical constructs (Vallerand et al., 1993). Predictions were further 
confirmed, although not strong, when the AMS subscales were analyzed with the 
classroom climate construct (Vallerand et al., 1993).
Additional confirmation of construct validity was revealed when the AMS was 
analyzed with optimism and self-actualization, respectively. With regard to optimism, a 
positive correlation existed with the AMS subscales, with the strongest associations 
existing between the three motivation subscales and identified regulation, and the 
weakest association existing between optimism and amotivation (Vallerand et al., 1993).
Finally, the predictions for the relationships between the AMS subscales and the 
self-actualization /autonomy subscales were confirmed as a positive relationship between 
the self-actualization the intrinsic motivation to know subscales and the weakest 
relationship existed between self-actualization and the amotivation subscale (Vallerand et 
al., 1993).
AMS subscales. This section discusses the seven AMS subscales and provides a 
description of academic motives relative to amotivation and external motivation types 
such as external regulation, introjected regulation, and identified regulation. It also 
describes the intrinsic motivation types such as the intrinsic motivation to know, intrinsic
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motivation to accomplish, and intrinsic motivation to experience stimulation as well as 
provides samples o f items designed to solicit specific responses to Vallerand and 
associates (1992) subscales, which were inspired by Deci's (1975) proposition that 
intrinsic motivation was driven by distinctive and non-identical factors.
Amotivation. Individuals who are amotivated lack intentionality, as their 
nonmotivated state of behavior is perceived to be due to forces beyond their control 
(Cokely, 2000; Ryan & Deci, 2000; Vallerand et al, 1993). In the amotivation subscale 
responses such as, I  don't know, I  can't understand what I  am doing in school, or I  once 
had a good reason fo r  going to college, however, now I  wonder whether I  should are 
representative of amotivation reactions (Cokely et al., 2001; Fairchild et al., 2005; 
Vallerand et al., 1992).
Extrinsic Motivation. Vallerand and associates (1992; 1993) considered external 
regulation, introjected regulation, and identified regulation as measures o f extrinsic 
motivation since they are behaviors which are "engaged in as a means to an end and not 
for their own sake" (Vallerand et al., 1992, p. 1006). External regulation behaviors are 
regulated by external or extrinsic means or outcomes such as rewards or constraints 
(Vallerand et al., 1992). External regulation response to the Why do I  go to college 
question or the why question include Because with only a high-school degree I  would not 
fin d  a high-paying job  later on, or Because I  want to have the good life later on 
(Vallerand et al., 1992). This allows for an understanding of whether external rewards or 
external threats regulate individuals' behavior (Vallerand et al., 1992).
The introjected regulation involved individuals' internalizing reasons for their 
actions. For instance, students might admit that they spend time on a homework
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assignment because "that is what good students should do" (Vallerand et al., 1992, p. 
1006). Although the reason for their actions are internalize, the students' behavior is not 
reflective of a self-determined action, as it is to some extent, external and "is limited to 
the internalization of past external actions" (Vallerand et al., 1992, p. 1006). The 
introjected regulation area addressed the Why question by soliciting responses to items 
such as, To prove to m yself that I  am capable o f  completing my college degree or 
Because o f  the fac t that when I  succeed in college I  fee l important. These items require 
responses to address behaviors that are regulated according to the self-inflicted pressures 
of college students (Cokely, 2000; Vallerand et al., 1992,1993).
The identified regulation subscale's responses to the Why question solicited 
information, which allows for an understanding of behaviors that include internalizing 
extrinsic motives or choosing to engage in an activity without external pressure (Cokely, 
2000; Vallerand et al., 1992, 1993). Items such as, Because I  think that a college 
education will help me better prepare fo r  the career I  have chosen, or Because eventually 
it will allow me to enter the job  market in a fie ld  that I  like are included (Vallerand et al., 
1992).
Intrinsic motivation scales. The subscales falling within the intrinsic motivation 
area were as follows: Intrinsic Motivation to Know, Intrinsic Motivation to 
Accomplishment, and Intrinsic motivation to Experience Stimulation. These items 
solicited responses to the Why do you go to college question. The Intrinsic Motivation to 
know item enabled an understanding of individuals' intrinsic motivation to know, which 
measures individuals' internal intellectual curiosity, learning goals (Vallerand et al., 
1992), and performance of an activity for the sheer enjoyment and satisfaction o f gaining
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new knowledge (Vallerand et al., 1992). Responses such as Because I  experience 
pleasure and satisfaction while learning new things or Because my studies allow me to 
continue to learn about many things that interest me represented the Intrinsic Motivation 
to Know item on the Academic Motivation Scale (Fairchild et al., 2005).
The Intrinsic motivation toward accomplishment referred to the pleasure and 
satisfaction o f individuals' experience when participating in an environment in which 
they become engaged and feel a sense o f achievement. This area required responses to 
the Why question using items such as, For the pleasure I  experience while surpassing 
m yself in my studies or For the satisfaction I  feel when I  am in the process o f  
accomplishing difficult academic activities. This subscale, enabled an understanding of 
college students' engagement in activities for the satisfaction felt when accomplishing 
something.
The intrinsic motivation to experience stimulation enabled an understanding of 
students engaging in an experience that excites them or that stimulates their sensations 
resulting from their participation in an activity (Vallerand et al., 1992). Items on this 
subscale solicited responses such as, For the feeling that I  experience while reading on 
various interesting authors or For the high feeling that I  experience while reading about 
various interesting subjects.
The Mayer, Salovey, & Caruso Emotional Intelligence Test (MSCEIT). The 
MSCEIT is a performance test of emotional intelligence that was administered to the 
participants in order to measure their ability to solve problems about emotions. Simply, 
the problems solved in this instrument required awareness o f their emotions. This 
instrument assessed individual's emotional intelligence. Participants were asked to
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respond to multiple-choice items that allowed them to identify emotions on the faces of 
people and animated figures. On other parts o f the instrument, students selected 
emotional responses to describe short scenarios. There are also sections where 
respondents applied their feelings to hypothetical situations (Mayer et al., 2002; Multi- 
Health Systems, n.d).
The reliability o f  the M SCEIT. The MSCEIT, which measures emotional 
competence, was reported to have an overall reliability of .93 for general scoring. The 
reliability scores o f each skill group or branch are as follows (Mayer et al., 2002; see also 
Multi-Health Systems, n.d.):
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Table 4
MSCEIT-Internal Consistency
Variables Chronbach's Alpha Values
Perceiving Emotions .91
Facilitating Emotions .79
Understanding Emotions .80
Managing Emotions .83
The validity o f  the M SCEIT. The validity for the MSCEIT was reported to ensure 
users that the device measured the behavior they sought to measure (Kiess, 1996). Mayer 
and associates (2004) used numerous studies to address the validity o f the items in the 
MSCEIT. Their insight seemed necessary, as skeptics and opponents o f emotional 
intelligence considered the construct o f emotional intelligence to be elusive rather than 
scientific (Mayer et al., 2004). They used other investigators' findings to address and 
support issues pertaining to content validity, discriminate validity, and predictive validity 
in areas such as academic performance, deviant behaviors, and prosocial and positive 
behaviors (Brackett & Mayer, 2003; Geher, Warner, & Brown, 2001; Mayer et al., 2002).
In terms of content validity, the authors of the MSCEIT maintained that the items 
were drawn from the areas in which they were designed to measure (Multi-Health 
Systems, n.d.). The test items would allow participants to identify emotions in persons 
and objects, generate and use emotions to solve problems, understand the causes and
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complexities o f emotions, and manage them to enhance growth (Multi-Health Systems, 
n.d).
Mayer and associates (2004) cautiously addressed the MSCEIT's predictive 
nature, and noted that an individual's overall success can be determined with more than 
one type o f test. The MSCEIT has been used to predict successes and failures, as 
researchers have found the instrument to be an effective predictor o f deviant negative 
(antisocial) and positive (prosocial) behaviors. For example, Rubin (1999), Trinidad and 
Johnson (2002), and others who have examined the association between emotional 
intelligence have found that emotional intelligence varies inversely with behaviors such 
as bullying, violence, and use of tobacco and drugs. This relationship was the case even 
when controlling for intelligence and personality variables (Mayer et al., 2004). In 
contrast, Lopez and colleagues’ (2004) study suggested that higher managing emotions 
scores were positively related to the quality o f interaction with friends.
In section A of the MSCEIT, questions 1-4, measured participants' ability to 
identify emotions in the faces of people. Participants responded to items ranging from No 
happiness to extreme happiness. Section B,'s questions 1-5, considered their ability to 
facilitate emotions through problem solving using a scale o f 1 = not useful to 5 = useful. 
In section C, questions 1-20, measured the capacity to understand emotions. Participants 
chose from a list o f emotion attributes, such as overwhelmed and ashamed. They selected 
the item that best described their emotional connection to the scenarios presented in this 
section. In section D, questions 1-5 included emotional management exercises. 
Participants responded to items using the scale ranging from very ineffective to very 
effective. Section E’s questions 1-5, presented pictures where individuals were able to
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perceive emotions from images. Participants selected emotion attributes such as 
happiness and sadness to represent the emotions expressed in the pictures. In section F, 
questions 1-5, measured individuals' ability to understand through a comparison of how 
they associated or attach their emotions to different sensations (e.g. feelings of being hot, 
cold). Participants responded to the following scale: not alike to very much alike to 
describe their sensations. Section G provided an opportunity for students to think about 
emotions. Questions 1-12, measured students' ability to connect emotions to different 
situations. Students were able to choose from alternatives (e.g., happiness and rage) that 
best described the brief sentences presented. Questions in Section H, (1-3), presented 
short scenarios where respondents were able to evaluate how effective different actions 
would be in achieving outcomes that involved other people (Mayer et al., 2002). The 
items from which participants could choose ranged from Very ineffective to Very 
effective. It was suspected that responses to these items would provide information that 
would assist with understanding students' abilities to acknowledge and define their 
emotions, as well as to understand, reason, and manage their and others' moods.
Institution Integration Scale (IIS). For this investigation, Pascarella and 
Terenzini's (1980) Institutional Integration Scale (IIS) was used to measure Black second 
year students' attitudes toward academic persistence as reflective in their perceived level 
of academic and social integration, commitment to their institutions, and to their 
academic persistence goals at a private or a public historically Black postsecondary 
institution. The utilization of the ISS was appropriate for this study since its items were 
developed based on a comprehensive test o f validity of Tinto's (1975) Theory o f Student 
Departure and Tinto’s schema of student persistence and voluntary withdrawal decisions.
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Moreover, it was suitable for a study that sought to determine the extent to which 
students' academic and social integration and institutional and goal commitment were 
associated with their desire to persist on campus (Pascarella & Terenzini, 1983; Tinto, 
1975). The 30-item Institutional Integration Scales was comprised o f five subscales. The 
subscales were Peer group interactions, Interactions with faculty, Faculty concerns fo r  
student development and teaching, Academic and intellectual development, and 
Institutional development and was designed to capture the degree of fit as determined 
through students' reported perceptions of their experiences with peers, faculty. The 
subscales also provided an assessment o f students’ perceived institutional and goal 
commitment. For this study, the Institutional Integration Scale assisted with identifying 
the levels in which study participants’ academic integration, as determined by their 
attitudes concerning their interactions with peer and faculty members, affected their 
academic persistence attitudes and persistence behaviors. Furthermore, the instrument 
assisted with identifying the levels of participating students' social integration, as 
determined by their perceptions o f faculty concerns for students' development and 
teaching, influence their persistence attitudes and persistence behaviors. The influence of 
Black second year students’ institution and goal commitment on their academic 
persistence attitudes and behaviors was also identified using the IIS (Pascarella & 
Terenzini, 1980/1983).
The reliability o f  I I S ’ subscales. The 30-item IIS, which has been reported to 
have a Chronbach's alpha o f .83 (French & Oakes, 2004) and has been reported to have 
satisfactory reliability evidence: In a study on first-year undergraduates, Pascarella & 
Terenzini (1980) found:
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Table 5
IIS-Internal Consistency
Variables Chronbach's Alpha Values
Peer Group Interactions .84
Interactions with Faculty .83
Faculty Concern for Student Development & Teaching .82
Academic & Intellectual Development .74
Institution & Goal Commitment .71
Responses will be scored on a Likert scale ranging from 5 = strongly agree to 1 = 
strongly disagree. The instrument, which is available in Appendix C, has been used in 
studies to examine undergraduate students' persistence (Berger & Milem, 1999;
Downing, 2005; Mannan, 2001; Robinson, 2003).
The subscale for peer group interactions included in the IIS measured the extent 
to which students are involved with peers and the quality of their relationships and 
interactions with individuals on campus. Students' levels o f social integration, 
interpersonal skills and engagement with peers and extracurricular activities were 
considered in this subscale. This subscale, which included items such as, Since coming to 
this university, I  have developed close personal relationships with other students, and The 
student friendship I  have developed at this university have been personally satisfying 
enable an understanding of students' interpersonal skills and the level o f engagement in
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co-curricular activities at their postsecondary institution (Pascarella & Terenzini, 1980; 
Pascarella, Terenzini, & Wolfe, 1986).
The subscale o f interaction with faculty was designed to measure the quality and 
impact of the informal relationships existing between students and their faculty members. 
Items on this subscale such as, My non-classroom interactions with faculty have had a 
positive influence on my personal growth, values and attitudes or My non-classroom 
interactions with faculty have had a positive influence on my career goals and 
aspirations enable an understanding of students' perceptions o f their experiences with 
their professors beyond the classroom (Pascarella & Terenzini, 1980).
The subscale o f faculty concern for student academic development and teaching 
measured students' perception of faculty members' interests in their development within 
and beyond the classroom environment. Items of this subscale include, Few o f  the faculty 
members I  have had contact with are generally interested in students and Most o f  the 
faculty members I  have had contact with are genuinely interested in teaching (Pascarella 
& Terenzini, 1980).
The subscale o f academic and intellectual development was designed to measure 
students' perceptions o f their academic, social and intellectual development as well as 
their satisfaction of the quality of the learning at the postsecondary institution in which 
they are enrolled. Items on this subscale included, I  am satisfied with the extent o f  my 
intellectual development since enrolling in this university and My interest in ideas and 
intellectual matters has increased since coming to this university (Pascarella & Terenzini, 
1980).
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The subscale o f institutional and goal commitment measures students' perceptions 
o f their belongingness on their campuses, desire to achieve academically, commitment to 
their career aspirations and the extent to which they desire to realize their goal of degree 
completion. This subscale included items such as It is likely that I  will register at this 
university next fa ll and It is important to me to graduate from  this university (Pascarella 
& Terenzini, 1980).
The validity o f  the IIS  subscales. Gall, Gall, and Borg (2007) considered 
content, construct, and predictive validity to be important criteria for utilizing measures 
in quantitative investigations. Content validity is the extent to which the items in a 
measure are aligned with the subjects or domain in which an instrument is designed to 
assess (Gall et al., 2007). Construct validity is the degree to which inferences from an 
instrument's scores accurately reflects the theoretical construct that the test is assumed to 
claims to measure (Best & Khan, 1989; Gall et al., 2007). Predictive validity refers to the 
predictive powers o f an instrument and measures the extent to which an instrument 
estimates individuals' future behaviors (Best & Khan, 1989). Support for the validity o f 
the Institutional Integration Scale can be found in Pascarella and Terenzini's (1980) study 
of 1,905 students attending a mid-Atlantic postsecondary institution in which 773 
responses were used for analysis (Pascarella et al., 1986). A factor analytic study verified 
that the instrument's academic and social integration domains were aligned and consistent 
with Tinto's (1975) model of student dropout. A median correlation o f .23, with the 
intercorrelations ranging from .01 to .33 among the subscales that assessed the domains 
of the Institutional Integration Scale, determined that the items within the instruments 
were independent o f each other (Pascarella & Terenzini, 1983). These actions were in
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place to confirm the IIS' content and construct validity. Additionally, the measure's 
predictive validity or its usefulness of predicting students' behavior (Best & Khan, 1989) 
was determined through an application o f the multivariate analysis o f covariance and 
discriminate analysis (Pascarella & Terenzini, 1983). The Institutional Integration Scale 
has been known for its appropriateness and effectiveness as a measure o f students' overall 
integration and persistence experiences by investigators (Baker, Caison, & Meade, 2007; 
French & Oaks, 2004; Pascarella et al., 1986) who observed students' perceptions o f their 
academic and social integration experiences and their institutional and goal commitment. 
Learners' perceptions of these domains not only influence their persistence attitudes, but 
also underlie their intentions to persist in the academic environment (Pascarella et al., 
1986).
Persistence Behavior Questionnaire. The Persistence Behavior Questionnaire is 
a 6-item instrument, which assesses the enrollment status of the participants o f this study 
(See Appendix C). Specifically, Black students enrolled at the private HBCU and the 
public HBCU responded to items that will provide a proximal measure o f their continued 
enrollment for the subsequent semester. Students often make decisions to continue their 
education at the same institution or to disenroll from their institutions after registering, 
paying, enrolling, and attending their courses (Tinto, 1975, 1993,2007). However, given 
the challenges with obtaining student enrollment information, which is protected by 
federal mandates and institutional policies (FERPA, n.d.), an indirect self-report measure 
is the most effective strategy for gaining information relative to the enrollment status of 
the participants in this study. Therefore, this measure sought to solicit students' responses 
to questions such as, Do you plan to continue your education at your current institution
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during the spring semester, Have you registered fo r  the next semester, and Do you have a 
plan in place to pay fo r  the next semester. Responses to these questions provided 
evidence of the persistence behaviors of the Black private HBCU and the Black public 
HBCU students.
Demographic Information
In addition to the instruments that solicit students' responses to questions 
regarding their motivational, emotional levels and their persistence attitudes and 
persistence behaviors, a short demographic survey was provided to participants as a way 
to capture the demographic characteristics of the individuals included in the sample 
frame. The demographic items was provided to compare certain characteristics within, 
between, and among meaningful groups of respondents and track certain trends in the 
response data. The general demographic questions included items such as age, student 
classification (e.g., second year/sophomore), student status gender (e.g., 
male/female/other), etc. Black sophomores at the private and public institutions were the 
target group for this study. A space for students’ names is included on the MSCEIT’s 
demographic section, however, the students at the private and the public HBCU were 
asked to use pseudonyms as names so that identifying information was not disclosed. The 
responses to the demographic questions were to ensure that respondents met the criteria 
o f this study. The responses from individuals whose demographic information fall 
beyond the scope of this study were eliminated.
Pilot Study
The duration in which all surveys was completed was a concern given that four 
instruments and a demographic questionnaire were administered. Therefore, to
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understand the length o f time needed for survey completion, a preliminary investigation 
was conducted to determine the timeframe in which the procedures were followed and 
responses to test items were recorded. A pilot test enabled an understanding o f effective 
ways to foster a test environment, which supports participants’ willingness to record 
responses that yield reasonably unbiased data (Gall et al., 2007). A preliminary 
investigation with 10 full-time sophomore Black/African-American students at a non- 
HBCU undergraduate institution revealed the timeframe for survey completion. The pilot 
test, which was conducted at an institution not included in my study, determined whether 
students’ ease or difficulty with reading and understanding survey items contributed to 
the length of time and their desire to complete all the questionnaires. Participants in the 
pilot study received all instruments in a packet. Each o f the instruments provided the 
Black second year respondents with the opportunity to share their general feelings 
concerning the length o f the surveys. This experience also provided an understanding of 
whether there were items they would skip or address less truthfully. The respondents’ 
feedback assisted not only with understanding the time it took students to respond to 
items on each survey, but with establishing the order in which surveys should be 
administered and collected in the primary investigation.
Procedures for Data Collection
After obtaining permission from the College of William and Mary's Human 
Subjects Review Board to conduct this study, the Review Boards for Research with 
Human Subjects at the site HBCU institutions were contacted through their online 
processes. Each university requires researchers to submit a form requesting permission 
to begin an investigation on campus. The private and public HBCUs targeted in this
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study required that their respective forms be submitted electronically and that the 
explanations of the purpose along with the design and methods o f this investigation, and 
other pertinent information were noted. Once the Review Boards’ Human Subjects 
forms were approved, the appropriate administrative office at each institution was 
contacted for assistance with identifying Black/African-American students who met the 
criteria for this study. From the list o f students obtained from the offices, participants 
were randomly selected for this investigation. A list of participants was created from a 
random number generator, which was utilized to assist with the selection of students 
until 100 completed packets of survey responses were received from the respondents at 
the private and the public HBCU
The students selected for the study received an electronic request to participate in 
this study along with a consent form (see Appendix A), which included the title and 
purpose o f the investigation as well as the days and dates during which the surveys for 
this study was planned to be administered. The administration of the surveys occurred in 
a quiet room in the residence halls on campus. Randomly selected students who lived in 
various locations on campus met in designated spaces in the residence halls. Students 
were tested in small groups, which included up to 10 participants per session in the 
spaces approved by the institutions' administrators. Four visits were made to the private 
HBCU. In each visit, second year full-time students received a packet o f surveys, all of 
which were in a written format. Students responded to test items by writing on response 
sheets designated for each instrument. During the first three visits, three 1 hour and 30 
minute sessions were held and included 10 students (30 per day or 90 students total). 
During the fourth visit, two sessions were held and included five second year students at
134
each meeting. The face-to-face survey administration process occurring in four separate 
visits enabled the administration and the collection of 100 completed packets of 
instruments from second year students at the private HBCU.
The students selected for the study at the public HBCU received an electronic 
request to participate in this study along with a consent form (see Appendix A), which 
included the title and purpose of the investigation as well as the days and dates during 
which the surveys for this study were being administered. Participants were tested in 
small groups, which included up to 10 students per session in the approved locations in 
the residence halls. Four visits were made to the public HBCU. In each face-to-face 
visit, second year full-time students received a packet of surveys, all o f which were in a 
written format. Students responded to test items by writing on response sheets 
designated for each instrument. During the first two visits, four sessions were held in a 
quiet location in the residence halls. Each session consisted of 10 participants. In total, 
80 students completed surveys during the two visits. A third face-to-face visit and one 
session were scheduled in a different residence hall at the public HBCU. Seven students 
completed surveys at the session. The fourth visit was held in the student commons. 
During this visit, two sessions were held. The first session consisted of four students and 
the final session included nine participants who completed surveys. The face-to-face 
survey administration process that occurred in four separate visits enabled the 
administration and the collection o f 100 completed packets of instruments from second 
year students at the public HBCU. All survey administrations were held in quiet spaces, 
which accommodated 10 or less students comfortably. The spaces were located on the 
first floor o f the residence halls and in the student commons.
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Consent forms were distributed to and reviewed by participants prior to the survey 
administration process to ensure that the details in the document were understood. Each 
participant at the private and the public HBCU completed a consent form for this study.
A total of 200 signed consent forms were obtained, 100 for each site. The consent forms 
collected at each site were kept separately from the completed surveys. A second 
notification with an alternative day and date for survey administration was forwarded to 
the selected students who did not attend the survey administration sessions indicated on 
their first correspondence.
Students who participated in the study had an opportunity to list their institution 
and personal email addresses, which were kept separately from their survey responses.
The original and alternate survey administration days, dates, and times were held during 
the late afternoon, evenings, and on the weekends to avoid conflicts with or disruptions of 
students' acad em ic  sch ed u les .
After completing the AMS, MSCEIT, IIS, and PBQ instruments, participants 
placed their survey packets in a drop-box provided at the survey administration site. The 
box o f completed research packets remained with me. Participants at the private HBCU 
received a certificate o f appreciation, pizza and other refreshments, and qualified to 
participate in a drawing for a gift-card as compensation for their time and efforts in this 
study. Following the policies of the public HBCU, food and refreshments from outside 
vendors were not provided, however, a certificate o f appreciation and a drawing for a 
gift-card were permitted to serve as incentives for participants o f the study.
A study o f this magnitude required a research assistant to help with the 
preparations such as packaging surveys, organizing collected surveys, and ensuring that
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participants' information was secure. I was present for each o f the survey administration 
at both sites and made certain that all participants received a packet, which included the 
AMS, MSCEIT, IIS, and the PBQ instruments. Because o f the training requirements for 
the MSCEIT, I reviewed the instructions for this instrument in all sessions at the private 
and the public sites. I also addressed student inquiries regarding the instructions on the 
MSCEIT. The research assistant accompanied me at the private HBCU campus. Prior to 
visiting this site, she was trained on each o f the instruments used in this study and 
received insight on the perspectives and behaviors the instruments were designed to 
measure. The assistant learned the importance of securing participants' information and 
responses on the consent form and surveys. As well, the assistant understood effective 
ways to respond to students' inquiries regarding clarification of the AMS, IIS, and the 
PBQ survey items. Furthermore, the assistant received training on survey administration 
using a standard script, which was followed in all survey administrations sessions (see 
Appendix D). The research assistant signed a confidentiality form indicating that the 
information from the participants was to be kept confidential (see Appendix D). The 
assistant helped with ensuring that the collection o f completed surveys followed the 
appropriate protocol for this study. In addition, the assistant helped with ensuring that all 
participants submitted finished surveys by identifying 100 completed packets received 
from each participant at the private HBCU. To honor the policies of the public HBCU, I 
held sessions on the campus without the research assistant. The test administration 
protocol was identical to the private institution in which 100 completed packets for each 
participant at the public HBCU were collected. After reviewing the packets, I discovered
137
that all instruments were completed and that no additional participants for the study were 
required.
Statement of Anonymity & Confidentiality
Creswell (2005) discussed the procedurals steps to ensure necessary protocol is 
followed to protect the privacy of research participants. These procedures provide the 
information needed to maintain high levels o f research integrity and ethics. The first step 
was to assure the universities' Review Board for Research with Human Subjects that 
procedures were in place to ensure that their students' identities are protected. Second, 
prior to testing, an informed consent document outlining the nature and purpose of this 
study were provided and completed prior to responding to the surveys. Clear 
instructions, which outline the steps for completing all instruments, were provided to the 
sophomores. The informed consent document and the instructions are included as an 
appendix in this study (see Appendix A). The consent form also provided important 
contact information at The College of William and Mary. When reading this form, 
participants were reminded that their participation was voluntary, and that they could 
withdraw at any time without penalty or repercussion. Moreover, they were informed that 
their voluntary participation and responses in this study would, in no way, affect their 
student status, classification, standing, or relationship with their respective university. 
Participants provided a signature and submitted their forms prior to responding to the 
instruments. Their signatures served as confirmation that they understood the information 
concerning the anonymity, confidentiality, and purpose of this study. In addition, signing 
the forms would be their consent to participate in this investigation on a voluntary basis.
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To protect participants' identity and privacy, codes were placed on the surveys 
and response sheets. The codes represent the type o f HBCU, the first two letters o f the 
pseudonym indicated on the MSCEIT's response sheets along with an M  or F  to represent 
the gender of students who participated in this study. I assured participants that no 
identifying data would be associated with the input procedures or research results. All 
responses to test-instruments, signed consent forms, and non-identifying or coded 
information were saved on a thumb drive that requires a password in order to access 
information. The thumb drive was stored in a locked file cabinet. The information was 
permanently deleted after the dissertation was successfully defended and completed. The 
list o f student emails obtained from the institutions were shredded once the study was 
completed. Participants from the public and private HBCUs had the opportunity to 
request a copy o f the study.
Data Analysis
After the participating students' responses on the assessments were collected, the 
data were coded and analyzed using the Statistical Package for the Social Sciences (SPSS 
22). This statistical software program was designed to handle a large amount of data, and 
is able to perform a range of statistical procedures that produced data from which 
information may be described, inferred, summarized, and discussed in sections of this 
investigation (Gall et al., 2007).
In terms o f coding, the respondents' genders were assigned a number. For 
example, males were assigned the number 1, and females were assigned the number 2. 
The ages o f the participants were placed in categories. The age categories were defined 
as follows: 18-20, 21-23, and 24 and above. The code provided to respondents from the
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HBCU private institution was "PRI" to signify the private institution and the code for the 
respondents from the HBCU public institution was "PUI" to signify the public institution 
in this study. Codes were entered for instrument responses as well. Coded responses 
from instruments were entered into SPSS and included in the models presented in 
Chapter Four. Student responses on the Academic Motivation Scale or “AMS”were 
coded to reflect the subscales measuring the variables on the motivation continuum. The 
responses reflecting amotivation were coded as A-MOTIV. Intrinsic motivation 
responses were coded as:
*
•  IM -KNOW - Intrinsic M otivation to Know,
•  IM -ACCO- Intrinsic M otivation to Accom plish
•  IM-STIM- Intrinsic M otivation to Experience Stimulation 
Extrinsic motivation responses were coded as:
•  EM -REGU- External Regulation
•  EM -INTR- Introjected Regulation
•  EM -IDEN- Identified Regulation
•  A-M O TIV- Am otivation
Student responses on the Mayer, Salovey, Caruso Emotional Intelligence Test or 
the “MSCEIT” were coded to reflect the total score and the four branch scores. The 
responses were coded as:
•  EI-TOTL- Total Emotional Intelligence Score 
The four branch scores were coded as:
•  EI-PERC- Perceiving Emotion
•  EI-FACI- Facilitating Emotion
•  EI-UNDE- Understanding Emotion
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•  EI-M ANA- M anaging Emotion
The Responses on the Institution Integration Scale or the “IIS” were coded to 
reflect students’ attitudes toward their experiences with peer groups, interactions with 
faculty. The students’ responses on this IIS was also coded reflect their perceptions of 
faculty concern with student development and teaching, academic and intellectual 
development, and institution and goal commitment. The responses were coded as:
•  PGIN-Peer Group Interaction
•  IWFA-Interactions with Faculty
•  FCSD- Faculty Concern with Student Developm ent and Teaching
•  A ID V - Academ ic and Intellectual Developm ent
•  IGCT- Institution and Goal Commitment
The responses on the Persistence Behavior Questionnaire or the “PBQ” were 
coded to signify a proximal measure of persistence behavior on campus. The 
students’ responses on the PBQ were coded as:
•  CONT- Continue Education at Current HBCU
•  REGI- Registered for N ext Semester
•  PPLN- Payment Plan in Place for N ext Semester
•  ATTD - Attend Courses Regularly
•  PERF- Performance Level in Courses
•  OGPA-Overall GPA /  Student in Good Standing
Descriptive statistics. Descriptive statistics (means and standard deviations) of
age, gender, and institution type, and rates o f persistence were calculated and displayed in
a table in this investigation so that reviewers may gain a fuller view o f the population of
Black students attending their private HBCU or their public HBCU. Descriptive data,
141
specifically, the mean o f the responses from the private and public HBCU student was 
computed to determine the degree to which respondents display self-determined 
motivation behaviors, emotional intelligence, persistence attitudes, and persistence 
behaviors. This information enabled an understanding of whether the Black students' 
persistence attitudes or persistence behaviors were driven by their feelings of autonomy, 
by controlling external forces or by their levels of amotivation.
Multiple Regression Analysis. In this study, an analysis was conducted using 
Multivariate Regression, which quantified the association and the effect (Kiess, 1996) of 
the respondents' levels of self-determined motivation, emotional intelligence, persistence 
attitudes, and persistence behaviors. This procedure was also conducted to assist with 
understanding whether their emotional intelligence played a mediating role among the 
variables. Although self-determined motivation has been referred to by its orientation of 
intrinsic motivation, which included the dimensions of intrinsic motivation to know, 
intrinsic motivation to accomplishment, and intrinsic motivation to experience 
stimulation, the construct of self-determined motivation was the first category of 
independent variables for this study. Also referred to by its self-determination orientation 
was extrinsic motivation, which included the dimensions o f external regulation, 
introjection regulation, identified regulation. Extrinsic motivation was the second 
category o f independent or predictive variables. The third category of independent or 
predictive variable included the self-determination orientation o f amotivation and the 
fourth category o f independent or predictive variables is emotional intelligence. The two 
dependent or criterion variables for this study are persistence attitudes and persistence 
behaviors.
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Persistence attitudes and persistence behaviors were criterion variables in most 
cases. In a single case, emotional intelligence became the criterion variable when 
measured against the orientations and dimensions of self-determination. The scores 
received from the independent or predictive variables (e.g., the self-determination 
subscales and the emotional intelligence scale) were measured against the scores received 
from the dependent or criterion variable (e.g., persistence attitudes subscales and the 
persistence behavior scale). The scales of the independent variables were used as 
predictive variables a tp  = .05, indicating that the probability that 5 out o f 100 results may 
have happened by chance (Kiess, 1996).
A multiple regression analysis was employed to test the research questions to 
determine the effects of the factors falling within the self-determined motivation domain 
and emotional intelligence on the factors contributing to persistence attitudes and on the 
persistence behaviors of the students in this investigation. The multiple regression 
procedure was also employed to determine the mediating effect that emotional 
intelligence played on the self-determined motivation, persistence attitudes and the 
persistence behaviors o f the students in this investigation. By way o f this procedure, the 
degree o f variance (R2) accounted for by the predictor variables on each of the criterion 
(Kiess & Green, 2010) was discovered. For this study, the R2 signified the proportion of 
variance that the self-determined motivation constructs and the emotional intelligence 
variable have on the factors contributing to students' persistence attitudes and on their 
persistence behaviors. It was understood that when the F-value emerging from the 
ANOVA analysis is statistically significant, the variance in the students' persistence 
attitudes and in their persistence behaviors may be accounted for (Kiess & Green, 2010)
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by self-determination motivation factors, emotional intelligence, persistence attitudes, 
and the persistence behaviors of Black students attending the private and the public 
HBCUs. This information was analyzed separately and comparatively across the data 
yielded for all variables.
The assumptions concerning the sampling and distributions for the multiple 
regression study were assured prior to employing the procedure. All significant 
coefficients, which reflected the appropriate measures of associations and tests of 
statistical significance for each coefficient and equations, are displayed in a model for 
clarity and further analysis. This strategy may assist those who seek to understand that 
the constructs serve as effective predictors of the persistence attitudes and the persistence 
behaviors of Black students enrolled at a private HBCU and a public HBCU.
To investigate the role that Black HBCU students' emotional intelligence plays on 
their persistence behavior and their persistence attitudes, respectively, the indirect effect 
of emotional intelligence on the independent and dependent variables was estimated. The 
data revealed whether the presence o f the emotional intelligence (e.g., the mediating 
variable) brought forth changes in self-determined motivation for each unit changed in 
the students' persistence attitudes and persistence behavior, respectively (Judd & Kenny, 
1981). Figure 5 presents full path analysis model portraying the variables to be observed 
and analyzed. Included in the below path analysis is an example of the ways in which 
hypothesized ordering of how Self-Determination Motivation (SDM), Emotional 
Intelligence (El), Persistence Attitudes (PA), and Persistence Behaviors (PB) coefficients 
will be derived from a series and layers of regression analyses (Example o f Very Simple 
Path Analysis via Regression [with Correlation Matrix Input], n.d.).
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Path Analysis for the Private and Public HBCU Students
SDM
PA
PB
Figure 5: M odel adapted from Example o f  Very Sim ple Path Analysis via  
Regression (with correlation matrix input) (n.d.). 
http ://psvch .un 1 .edu/psvcrs/statpaee/pathex 1 .pdf
Judd and Kenny (1981) suggested that the indirect effect of a mediating variable 
is established by the partial regression coefficient obtained from the measure of the 
mediating variable and the dependent variable and the independent variable and the 
dependent variable. For my study, the partial regression coefficient of emotional 
intelligence (mediating variable) and the constructs functioning as independent variables 
(e.g., self-determination) was subtracted from the simple regression o f the coefficient 
obtained from the measure o f the constructs functioning as the independent variables and 
those serving as dependent variables (persistence attitudes or persistence behaviors). The 
indirect effect was examined.
Correlation. The computation of the coefficient enabled an understanding of the
magnitude and the direction of the relationship between the predictor and criterion
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variables (Gall et al., 2007). In this study, the predictor and the criterion are identified in 
each of the tables that follow to explain the variables. Further, it allowed for an 
observation o f data from which the extent to which the scores vary would be determined. 
The Pearson Product Moment Coefficient assisted with understanding the ways in which 
variables correlated and to the degree that a linear association between two variables 
existed (Tabachnick & Fidell, 2007). The responses o f the students in this study aided 
with understanding whether their levels of self-determined motivation, emotional 
intelligence vary or covary with their persistence attitudes or their persistence behaviors 
at their respective Black postsecondary institution.
Recall, the following research questions were examined:
1. Is there a relationship between Black second year students’ self-determined 
motivation as measured by the Academic Motivation Scale, persistence attitudes 
as measured by the Institutional Integration Scale, and persistence behavior as 
measured by their continued enrollment; and, does this differ at the private and 
public HBCUs, respectively?
2. Is there a relationship between Black second year students’ self-determined 
motivation as measured by the Academic Motivation Scale and emotional 
intelligence as measured by the MSCEIT at the private and public HBCUs, 
respectively?
3. Is there a relationship between Black second year students’ level o f emotional 
intelligence as measured by the MSCEIT, persistence attitudes as measured by the 
Institutional Integration Scale, and their persistence behavior as measured by their 
continued enrollment at the private and public HBCUs, respectively?
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4. To what extent does emotional intelligence as measured by the MSCEIT mediates 
the relationship between the type o f self-determined motivation (e.g., intrinsic or 
extrinsic), and Black second year students’ persistence attitudes as measured by 
the Institutional Integration Scale or persistence behavior as measured by their 
continued enrollment at the private and public HBCU, respectively?
Table 6 presents a summary of the guiding questions represented by their 
numbers, the predictive and criterion variables being examined according to each of the 
questions, and the statistical method that will be utilized to analyze the data produced in 
Chapter 4 of this study.
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Table 6
Self-Determined Motivation (SDM)-Research Questions, Predictive, Criterion and 
Mediating Variables, and Statistical Methods
Research
Questions
Predictive
Variable.
Criterion
Variable
Mediating
Variable
Methods
Q. 1 part 1:
Q. 1 part 2: 
Differ at the
SDM
Orientations/
Dimensions
Persist Attitudes 
Persist Behaviors
Correlation
Correlation
HBCU private 
and the 
HBCU public
SDM
Orientations/
Dimensions
Persist Attitudes 
Persist Behaviors
El Multivariate t
Q .2 SDM
Orientation/
Dimensions
El — Correlation
Q .3 El Persist Attitudes 
Persist Behaviors
Correlation
Correlation
Q .4 SDM
Orientations/
Dimensions
Persist Attitudes 
Persist Behaviors
El Regression
Tables 7 through 11 organize the predictive and criterion variables to be measured 
against each other according to the research questions guiding this investigation. Table 
12, however, includes the mediating variable to address research question 4 with regard 
to the private institution. Table 13 includes the mediating variable to address research 
question 4 with regard to the public institution.
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Table 7
The Variables for Correlation Analysis: Private HBCU Black Second Year Students
Responses to Question 1
Predictive Variables
SDM:
Intrinsic Motivation to- 
K now/Knowledge 
Accomplish(ment) 
Stimulation
Criterion Variables 
Persistence Attitudes:
Peer Group Interaction 
Interaction with Faculty 
Faculty Concern/Stud Dev 
Academ ic/Intellect/Dev 
Institution/Goal Commit
Persistence Behaviors
Plans for Continued 
Enrollment
Registered for N ex Sem  
Plans for N ext Sem Payment 
Performance in Courses 
Good Academic Standing
Extrinsic Motivation
External Regulation 
Identified Regulation 
Introjected Regulation
Persistence Attitudes:
Peer Group Interaction 
Interaction with Faculty 
Faculty Concern/Stud Dev  
Academ ic/Intellect/Dev 
Institution/Goal Commit
Persistence Behaviors
Plans for Continued 
Enrollment
Registered for N ex  Sem  
Plans for N ext Sem Payment 
Performance in Courses 
Good Academic Standing
Amotivation Persistence Attitudes:
Peer Group Interaction 
Interaction with Faculty 
Faculty Concern/Stud Dev 
Academ ic/Intellect/Dev 
Institution/Goal Commit
Persistence Behaviors
Plans for Continued 
Enrollment
Registered for N ext Sem  
Plans for N ext Sem Payment 
Performance in Courses 
Good Academic Standing
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Table 8
The Variables for Correlation Analysis: Public HBCU Black Second Year Students
Responses to Question 1
Predictive Variables
SDM:
Intrinsic Motivation to- 
Know/Knowledge 
Accomplish(ment) 
Stimulation
Criterion Variables 
Persistence Attitudes
Peer Group Interaction: 
Interaction with Faculty 
Faculty Concern/Stud Dev 
Academic/Intellect/Dev 
Institution/Goal Commit
Persistence Behaviors
Plans for Continued 
Enrollment
Registered for Nex Sem 
Plans for Nex Sem Payment 
Performance in Courses 
Good Academic Standing
Extrinsic Motivation
External Regulation 
Identified Regulation 
Introjected Regulation
Persistence Attitudes:
Peer Group Interaction 
Interaction with Faculty 
Faculty Concern/Stud Dev 
Academic/Intellect/Dev 
Institution/Goal Commit
Persistence Behaviors
Plans for Continued 
Enrollment
Registered for Nex Sem 
Plans for Next Sem Payment 
Performance in Courses 
Good Academic Standing
Amotivation Persistence Attitudes:
Peer Group Interaction 
Interaction with Faculty 
Faculty Concern/Stud Dev 
Academic/Intellect/Dev 
Institution/Goal Commit
Persistence Behaviors
Plans for Continued 
Enrollment
Registered for Nex Sem 
Plans for Nex Sem Payment 
Performance in Courses 
Good Academic Standing
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Table 9
The Variables for Correlation Analysis: Private HBCU Black Second Year Students
Responses to Question 2
Criterion Variable
El Total Score:
Perceiving Emotions 
Facilitating Emotions 
Understanding Emotions 
M anaging Emotions
El Total Score:
External Regulation  
Perceiving Emotions 
Facilitating Em otions 
Understanding Emotions 
M anaging Emotions
El Total Score:
Perceiving Emotions 
Facilitating Emotions 
Understanding Emotions 
M anaging Emotions
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SDM:
Predictive Variable
Intrinsic M otivation to:
K now/K nowledge
Accom plish(m ent)
Stimulation
Extrinsic Motivation 
Identified Regulation 
Introjected Regulation
Amotivation
Table 10
The Variables for Correlational Analysis: Public HBCU Black Second Year Students
Responses to Question 2
Predictive Variable
SDM :
Intrinsic M otivation to:
K now/K nowledge
Accom plish(m ent)
Stimulation
Extrinsic Motivation 
Identified Regulation 
Introjected Regulation
Amotivation
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Criterion Variables 
E l T ota l Score:
Perceiving Emotions 
Facilitating Emotions 
Understanding Emotions 
M anaging Emotions
E l  T ota l Score:
External Regulation  
Perceiving Emotions 
Facilitating Em otions 
Understanding Emotions 
M anaging Emotions
E l T ota l Score:
Perceiving Em otions 
Facilitating Emotions 
Understanding Emotions 
M anaging Em otions
Table 11
Predictive and Criterion Variables for Analysis o f Private HBCU and the Public HBCU
Black Second Year Students Responses to Question 3
HBCU Private
Predictive Variable 
E l T otal Score:
Perceiving Emotions 
Facilitating Emotions 
Understanding Emotions 
M anaging Emotions
Criterion Variables 
P ersisten ce Attitudes:
Peer Group Interaction 
Interaction with Faculty 
Faculty Concern/Stud Dev  
Academ ic/Intellect Dev
P ersisten ce B ehaviors
Plans for Continued 
Enrollment
Registered for N ex  Sem  
Plans for N ex  Sem Payment 
Performance in Courses 
Good A cadem ic Standing
HBCU Public
Predictive Variable 
E l T ota l Score: 
Perceiving Emotions 
Facilitating Emotions 
Understanding Emotions 
M anaging Emotions
Criterion Variables
P ersistence Attitudes:
Peer Group Interaction 
Interaction with Faculty 
Faculty Concern/Stud D ev  
Academ ic/Intellect Dev
P ersisten ce B ehaviors
Plans for Continued 
Enrollment
Registered for N ex  Sem  
Plans for N ex  Sem Payment 
Performance in Courses 
Good Academ ic Standing
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Table 12
Predictive, Mediating, and Criterion Variables for a Multivariate Analysis o f the Private
HBCU Black Second Year Students Responses to Question 4
Predictive Variable 
SDM:
Intrinsic Motivation
Know/Knowledge
Accomplish(ment)
Stimulation
Mediating Variable 
El Total Score:
Perceiving Emotions 
Facilitating Emotions 
Understanding Emotions 
Managing Emotions
Criterion Variables 
Persistence Attitudes:
Peer Group Interaction 
Interaction with Faculty 
Faculty Concern/Stud Dev 
Academic/Intellect Dev
Persistence Behaviors
Plans for Continued 
Enrollment
Registered for Nex Sem 
Plans for Nex Sem Payment 
Performance in Courses 
Good Academic Standing
Extrinsic Motivation
External Regulation 
Introjected Regulation 
Identified Regulation
El Total Score:
Perceiving Emotions 
Facilitating Emotions 
Understanding Emotions 
Managing Emotions
Persistence Attitudes:
Peer Group Interaction 
Interaction with Faculty 
Faculty Concern/Stud Dev 
Academic/Intellect Dev
Persistence Behaviors
Plans for Continued 
Enrollment
Registered for Nex Sem 
Plans for Nex Sem Payment 
Performance in Courses 
Good Academic Standing
Amotivation El Total Score:
Perceiving Emotions 
Facilitating Emotions 
Understanding Emotions 
Managing Emotions
Persistence Attitudes:
Peer Group Interaction 
Interaction with Faculty 
Faculty Concern/Stud Dev 
Academic/Intellect Dev
Persistence Behaviors
Plans for Continued 
Enrollment
Registered for Nex Sem 
Plans for Nex Sem Payment 
Performance in Courses 
Good Academic Standing
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Table 13
Predictive, Mediating, and Criterion Variables for a Multivariate Analysis o f  the Public
HBCU Black Second Year Students Responses to Question 4
Predictive Variable 
SDM:
Intrinsic Motivation
Know/Knowledge
Accomplish(ment)
Stimulation
Mediating Variable 
El Total Score:
Perceiving Emotions 
Facilitating Emotions 
Understanding Emotions 
Managing Emotions
Criterion Variables 
Persistence Attitudes:
Peer Group Interaction 
Interaction with Faculty 
Faculty Concern/Stud Dev 
Academic/Intellect Dev
Persistence Behaviors
Plans for Continued 
Enrollment
Registered for Nex Sem 
Plans for Nex Sem Payment 
Performance in Courses 
Good Academic Standing
Extrinsic Motivation
External Regulation 
Introjected Regulation 
Indentified Regulation
El Total Score:
Perceiving Emotions 
Facilitating Emotions 
Understanding Emotions 
Managing Emotions
Persistence Attitudes:
Peer Group Interaction 
Interaction with Faculty 
Faculty Concern/Stud Dev 
Academic/Intellect Dev
Persistence Behaviors
Plans for Continued 
Enrollment
Registered for Nex Sem 
Plans for Nex Sem 
Performance in Courses 
Good Academic Standing
Amotivation El Total Score:
Perceiving Emotions 
Facilitating Emotions 
Understanding Emotions 
Managing Emotions
Persistence Attitudes:
Peer Group Interaction 
Interaction with Faculty 
Faculty Concern/Stud Dev 
Academic/Intellect Dev
Persistence Behaviors
Plans for Continued 
Enrollment
Registered for Nex Sem 
Plans for Nex Sem Payment 
Performance in Courses 
Good Academic Standing
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Summary
For this study, quantitative methods were used to quantify and analyze the 
relationships existing between or among self-determination, emotional intelligence, 
academic persistence attitudes and academic persistence behaviors of Black sophomore 
students attending a public or private HBCU. The instruments chosen for this study 
included, 1. The Academic Motivation Scale or the AMS, 2. The Mayer, Salovey, and 
Caruso Emotional Intelligence Test or the MSCEIT, 3. The Institutional Integration Scale 
or the IIS, and 4. The Persistence Behavior Measure.
Each of the instruments is designed to measure constructs critical to addressing 
the research questions in this study. The AMS measured individuals' self-determined 
motivation and assessed levels of intrinsic motivation behaviors such as the intrinsic 
motivation to know, intrinsic motivation to accomplish, intrinsic motivation to experience 
stimulation. Each of these subscales was measured against various constructs to provide 
rich information related to students' social and academic integration on campus. The 
MSCEIT measured students' ability to perceive emotions, facilitate emotions and 
thoughts, understand emotions, and manage emotions. These components was combined 
in a total score that measured students' overall emotional intelligence skills and was 
measured against AMS, the ISS, and the PBQ, which has been designed to assess 
whether students have re-enrolled into the institutions included in this investigation.
The instruments were researched and selected based on the degree o f their 
reliability and validity and on the effectiveness of their ability to measure identical 
constructs in previous studies. With a unique population of learners being examined, it 
was not only imperative that effective instruments be employed and utilized for this
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investigation, but it was also important to choose the appropriate statistical methods to 
apply to the data collected.
A multivariate or multiple regression analysis determined the effect o f the 
independent or predictive variable on the dependent or criterion variable. The research 
questions that guided this study considered the constructs o f academic persistence 
attitudes and academic persistence behavior, respectively as the criterion variables. 
However, the independent variable were adjusted in question two in which emotional 
intelligence served as the criterion, which is measured against students' self-determined 
motivation (e.g. intrinsic motivation to know, intrinsic motivation to accomplish, intrinsic 
motivation experience stimulation. Multiple regression analyses in this study enabled an 
understanding of the relationships among variables and a correlation analysis determined 
the relationships between them. The following chapter outlines the findings from this 
research study.
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Chapter Four: Results
The purpose of this study was to examine Black students' self-determined 
motivation, emotional intelligence, and academic persistence at a private and a public 
historically Black university. This study was guided by the following questions:
1. Is there a relationship between Black second year students’ self-determined 
motivation as measured by the Academic Motivation Scale, persistence attitudes 
as measured by the Institutional Integration Scale, and persistence behavior as 
measured by their continued enrollment; and does this differ at private and public 
HBCUs, respectively?
2. Is there a relationship between Black second year students’ self-determined 
motivation as measured by the Academic Motivation Scale and emotional 
intelligence as measured by the MSCEIT at the private and public HBCUs, 
respectively?
3. Is there a relationship between Black second year students’ level o f emotional 
intelligence as measured by the MSCEIT, persistence attitudes as measured by the 
Institutional Integration Scale, and their persistence behavior as measured by their 
continued enrollment at the private and public HBCUs, respectively?
4. To what extent does emotional intelligence as measured by the MSCEIT mediate 
the relationship between the type o f self-determined motivation (e.g., intrinsic or 
extrinsic), and Black second year students’ persistence attitudes as measured by 
the Institutional Integration Scale or persistence behavior as measured by their 
continued enrollment at the private and public HBCU, respectively?
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This chapter presents the data collected in the study and displays the results of 
analyses conducted in response to the research questions. The chapter is organized 
according to the questions. The first section describes the modified and final sample upon 
which statistical analyses will be conducted. The second section includes an examination 
of the descriptive statistics. The third section highlights the correlation o f observed 
constructs, and the final section presents the regression analyses for measured variables. 
The chapter concludes with a summary of results and findings.
Analysis of the Sample
Data were collected at both an HBCU private and an HBCU public institution. A 
total of 200 completed surveys were collected, 100 at each institution. Four visits were 
made to the private HBCU and the public HBCU. Multiple sessions were held during 
most o f the visits at the HBCUs. At the private HBCU, the total number of students who 
participated in the first three sessions was 90 (30 students per session) and 10 students (5 
per session) participated in the last two sessions during the final visit on campus. For the 
public institution, four sessions were held during the first visit in which 40 participants 
completed surveys (10 students per session). The total number of students who 
participated in the second visit was 40 (10 students per session). The third visit to the 
public HBCU included seven participants and the final visit included four students in the 
first session and nine students in the second session.
A preliminary analysis o f the sample was conducted to determine if the data 
obtained from 100 students from the private HBCU and 100 students from the public 
HBCU met the assumptions for the data analysis procedures conducted in this study. The 
data were obtained using the paper and pencil versions of the Academic Motivation
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Scale, the Mayer Salovey, and Caruso Emotional Intelligence Test, the Institution 
Integration Scale, the Persistence Behavior Questionnaire, and the demographic survey. 
To ensure the validity o f the data and that the interpretations of the results reflected the 
characteristics o f the population, a descriptive analysis was performed on the 
demographic data to verily the presence of missing data and compliance with the 
assumptions of statistical test procedures (Buhi, Goodson, & Neilands, 2008). Missing 
data could result from a variety of issues such as respondents skipping items on the 
surveys or refusing to answer questions due to the sensitivity o f items. Missed items 
could also occur due to data entry error. Because statistical tests rely on the normality of 
data (Gall et al., 2007), a visual inspection o f the data was necessary prior to analysis.
An analysis of the data revealed two missing cases from the private HBCU. 
Responses to surveys measuring private HBCU students and public HBCU students' self- 
determination motivation, emotional intelligence, persistence attitudes and persistence 
behavior were provided on the subscales of each instrument except in two occurrences in 
which the scores on the Facilitating Emotion subscale of the MSCEIT were missing 
because two participants did not to respond to the items.
Measurable responses were provided on all instruments and on each subscale 
(except on the MSCEIT Facilitating Emotions area). The elimination o f the two cases left 
198 cases for analysis in the area o f Facilitating Emotions. Specifically, the elimination 
of the two facilitating emotions scores left 98 cases for the private HBCU (1 female and 1 
male score missing) and 100 cases for the public HBCU for analysis. The remaining 
branches o f the MSCEIT indicated measurable scores and no missing data. Therefore, the 
perceiving, understanding, and managing branches received 200 scores to be analyzed
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with 100 measurable responses from the private HBCU and 100 responses from the 
public HBCU for these domains. The two missing items in the area o f Facilitating 
Emotions will not impact the analysis for this study.
Description of the sample. Table 14 displays demographic data based on age 
and institution type. The table includes the Age, Private Institution, and the Public 
Institution variables. Also included are data on the Private and the Public Samples. The 
percentages for each o f the categories are presented to capture the characteristics o f the 
population at the HBCUs observed in this study. Descriptive statistics are sorted by each 
demographic variable.
Table 14
D escrip tive  A nalysis o f  the Age Range B ased  on Institution Type
Age Private
Institution
%
Private
Sample
%
Public
Institution
%
Public
Sample
%
18-21 62 100 50 100
22-25 13 0 24 0
26+ 25 0 26 0
The above table illustrates that the ages o f the majority of the undergraduate
students at the private institution range between 18-21. This population constitutes 62%
o f the student population while the learners between the ages of 22-25 are 13% of the
population. Students whose ages range from 26 and older represent 25% of the student
population. For the public sample, the majority o f the students were between the ages of
18-21. These students represent 50% of the undergraduate student population. The
students whose ages range from 22-25 represent 24% of the population and 26% of the
learners are 26 and older. The ages of the study's participants at the private and the public
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HBCU fell within the range o f 18-21 as reflected in the private sample percentage and the 
public sample percentage. The result of 100% of the participants in this study whose 
ages fell within the 18-21 range is not surprising since the sampling and data collection 
procedures included randomly sampling and selecting full-time second year students to 
participate this study. The age of the second year full-time students in this investigation 
is aligned with research confirming 23 years and under as the traditional age and 24 and 
over as the non-traditional age for undergraduates students (Spitzer, 2000). Most o f the 
full-time students at both institutions live on campus (see Table 16). Therefore, there 
may be a chance that bias may show in the results of this study given that the most o f the 
respondents offered perspectives based on experiences reflective of their academic and 
social integration.
Additional institutional and sample characteristics are listed in Table 15, which 
provides demographic data based on participants' gender and institution type for students 
attending the private HBCU and the public HBCU. The gender variable was included to 
display the number and proportion o f students who reported in the gender category o f 
male, female  or other, according to institution type.
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Table 15
Descriptive Analysis of the Research Sample by Gender and Institution Type
Gender Age Total Private Private Public Public
N = 200 Instit. Sample Instit. Sample
N= 100 N= 100
n % % % % %
Male 57 28.5 45 25 35 32
Female 143 71.5 55 75 65 68
Other
0 0 0 0 0 0
0 0 0 0 0 0
0 0 0 0 0 0
With 200 participants included in the study, 57 or 28.5% of the respondents were 
male. The total sample for females was 143 or 71.5%. The percentage of female 
enrollment at the private institution is 55%, whereas 75% of the participants o f this study 
were females. Moreover, 45% of the students at the private institution were male and the 
sample for this study consisted of 25% male participants. In terms o f the sample for the 
public HBCU, the percentage o f female enrollment at the public institution is 65; 
however, 68 % of the sample were females. Further, males represent 35% of the student 
population at the public institution and 32% of the public sample include male 
participants. The Other category was included to capture responses from groups of 
students who preferred not to identify as male or female. There was no institutional 
information provided for the private or the public HBCU and no participant at the 
respective HBCUs reported in this category.
An observation of the gender, institution, and sample statistics investigated in this
study provides a way of understanding the degree of alignment of sample data with the
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population according to gender at the respective HBCU. Thus, caution must be taken 
regarding data based on gender given the overrepresentation o f women in the private 
HBCU sample. Additional descriptors for the sample are displayed in Table 16.
Table 16 displays the proportion of students living on and off campus at the 
private and public HBCU. Also displayed are characteristics such as employment and 
club and organization membership status. This information provides an additional and 
meaningful description of the private and public HBCU participants.
Table 16
Descriptive Analysis o f  the Respondents at the Private & Public HBCUs
Characteristic Private
%
Public
%
Housing: On Campus 97 98
Housing: Off Campus 3 2
Employed On-Campus
Yes 20 33
No 79 67
Not Employed 1 0
Employed Off-Campus
Yes 17 21
No 83 79
Active Member o f Club/ 
Organization
Yes 64 71
No 36 29
N  =100 Private. N=  100 Public.
Table 16 provides further characteristics of the students selected for this study. It
shows that 97% of participants attending the private HBCU live on campus and 98% of
the participants at the public HBCU live in the residence halls. Participants at both
institutions reported high numbers for employment. At the private HBCU, 20% of the
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participants work on campus and 17% are employed off campus. No more than 1% of the 
participants reported not being employed. At the public HBCU, 33% of the participants 
work on campus and 21% are employed off campus. The numbers reported by 
participants who work on campus reflect the institutions' efforts to increase student 
employment opportunities and to address the financial needs o f a high number o f students 
who qualify for financial aid at both HBCUs. Expanding the opportunities for student 
employment on campus offsets the costs o f college and reduces levels o f student loan 
borrowing and ensuing debt (Clayton & Minaya, 2014; Paulsen & St. John, 2002). 
Acknowledging that, qualified females are more likely than qualified males to participate 
in the Federal Work Study program (Scott-Clayton & Minaya, 2014) and that the private 
and public samples in this study are mostly females, assist with understanding the high 
percentages represented by each group. Moreover, students in general and Blacks in 
particular who do not have campus employment as a part o f their financial aid packages 
(Scott-Clayton & Minaya, 2014) may seek employment off campus as they are often 
included among at-risk groups who would likely work (Lyons, 2004; Paulsen & St. John, 
2002). Students also reported high levels of social engagement. The table shows that 64% 
of the private HBCU students and 71% of the public HBCU students are active members 
of a club or organization on campus.
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The instruments. The Academic Motivation Scale, Mayer Salovey Emotional 
Intelligence Test, Institution Integration Scale, and the Persistence Behavior 
Questionnaire solicited responses that allowed for an examination of data related to 
second year Black students' self-determined motivation, levels o f emotional intelligence, 
persistence attitudes and persistence behavior at their private and public historically 
Black universities. The AMS, which is based on three forms of intrinsic motivation, four 
forms of extrinsic motivation, and amotivation assessed students' self-determination 
based on scores ranging from 1 to 7 in which 1, the lowest score, indicated that an items 
does not correspond at all with their motivation levels. The highest score on the AMS is 
7, which indicated that items corresponded exactly with their degrees o f self-determined 
motivation.
The MSCEIT, which measures four aspects of students' emotional intelligence 
had scores ranging from zero to 130+, where higher scores (130+) indicated significant 
strength. The scores that fell within the range of 120-129 indicated strength. The 
competent range fell between 110-119 and the low average scores fell within the range of 
90-99. Scores ranging from 70-89 were at this lower end of the scale and is considered 
the consider improvement area. The scores that fell under the consider development 
range were 69 and under. The Institution Integration Scale, which included subscales 
that measured students' perceptions concerning aspects o f their campus lives, consisted of 
response options ranging from 1 to 5. For this instrument, response item 1 indicated 
strong disagreement with regards to students' attitudes concerning their academic and 
social experiences. Response item 5 indicated their strong agreement relative to their 
attitudes on campus. This scale consists of positively and negatively worded questions.
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Negatively worded items were phrased in the opposite direction o f the numerical scoring 
scale on the instrument. To correspond with high scoring items on the scale, these items 
were reversed scored in which the Is on the scale were recoded to 5s and 2s on the scale 
were recoded to 4s.
The PBQ assessed the enrollment status o f the participants of this study. Students' 
responses provided a proximal measure of their continued enrollment for the subsequent 
semester. Most items included on the questionnaire required responses of Yes or No with 
the exception of one item, which required students to check of items ranging from 
Outstanding to Less than Satisfactory. Prior to administering these instruments to 
students at the private and the public HBCU sites, a pilot study was conducted.
Pilot Study Results
A pilot study was conducted to understand the length o f time needed for survey 
completion. The preliminary investigation was conducted to determine the timeframe in 
which the procedures were followed and responses to test items were recorded. Ten full­
time Black second year students who attended a non-HBCU-an institution not included 
in the study, were randomly selected to participate in the preliminary investigation. Each 
participant received an invitation to participate in the pilot study. The invitation 
explained the nature o f the study and the time and location in which the study will be 
held. Students who were selected to participate in the pilot study were surveyed on their 
self-determination or self-determined motivation using the AMS, emotional intelligence 
using the MSCEIT, persistence attitudes using the IIS, and persistence behavior using the 
PBQ. They would also complete the demographic survey provided by the survey 
administrator.
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Ten Black second year students were present at the test administration site on the 
campus of a non-HBCU post-secondary institution. Each received a consent form and a 
packet, which included the AMS, MSCEIT, IIS, and PBQ surveys along with the 
demographics form. The consent form was reviewed and participants provided their 
signatures on the document. After the consent forms were collected, students received 
instructions for each survey and were able to ask questions prior to responding to survey 
items. While the test administrator noted the start time for the session, participants o f the 
pilot study recorded their completion time on the back of the envelopes that contained 
their surveys. Once completing their surveys, participants dropped their packets in a drop 
box provided at the test administration site.
To assist with understanding the timeframe for survey completion, six females 
and four males who were full-time second year students and whose ages fell within the 
age range of 18-21 responded to the below items in a post administration session. Their 
survey experiences were rated using the following response options: 1 -Excellent, 2-Good, 
3-Fair, and 4-Poor. Participants assessed
• The length of time it took to complete all instruments.
• The level o f ease associated with reading and comprehending survey items.
• The logical ordering of the items listed on the surveys.
• The survey administration process to include-
o The degree to which instructions were stated clearly, 
o  The order in which survey items were administered.
Toward the conclusion of the post administration session, students were
encouraged to express whether they felt uncomfortable responding to specific items on a 
survey and to share any suggestions for improvement. Understanding this information
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was helpful in determining whether sensitive or problematic questions increased the 
amount o f time needed to complete the test or whether certain items could potentially 
impact respondents' willingness to complete the surveys.
Pilot study results. Table 17 displays the duration for survey completion for 
participants in the preliminary study. The participants o f the preliminary study are listed 
in groups according to gender.
Table 17
Pilot Study: The Duration for Survey Completion
Participants 
N =  10 
n = 4 (Male) 
n = 6 (Female)
Duration
(hours)
Group Average Sample Average
Male
Student 1 1 26 1:31 1:33
Student 2 1 37
Student 3 1 19
Student 4 1 41
Female
Student 1 1 33 1:34
Student 2 1 46
Student 3 1 20
Student 4 1 31
Student 5 1 40
Student 6 1 35
The table indicates the duration for survey completion for each of the participants 
and is displayed by gender. The Sample Average column shows 1 hour and 33 minutes as 
the average duration in which the students completed their surveys. The Group Average 
column breaks up the average time for survey completion by gender. The average time 
for completion for males was 1 hour and 31 minutes and 1 hour and 34 minutes for 
females.
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Resulting changes. Table 18 displays students' assessment o f the length of time 
for survey completion, the level o f ease or difficulty relative to reading and 
comprehending survey questions, and the degree of clarity and flow o f items listed on the 
instruments. Also shown are students' appraisal of the clarity o f the instructions provided 
prior to testing and their assessment of the order in which survey items were 
administered.
Table 18
Pilot Study: Assessment o f  Time, Ease, Clarity, and Order o f  Survey Items & Administration
ITEM STUDENTS
Male Avg Female Avg
1 2 3 4  1 2 3 4 5 6
Length 
o f Time
3 2 2 3 2.5 2 2 3 2 2 2 2.2
Ease
Read/Comp
2 2 3 2 2.3 1 2 2 3 1 2 1.8
Logical Ord 1 2 2 1 1.3 1 1 1 1 1 1 1.0
Clear
Instructions
1 1 1 2 1.3 1 1 1 1 2 2 1.3
Order of 
Test Admin
1 1 3 2 1.8 2 1 1 1 2 1 1.3
Overall Average = 1.68
N ote: Response options to survey items- 1 = Excellent, 2 = Good, 3 =  Fair, and 4 = Poor
The items in Table 18 are separated according to gender. The average scores (as
denoted by Avg) for student responses are listed beside each gender column. The table
shows that the four male participants in the pilot study rated the Length o f  time to
complete the survey at a 2.5 and The ease associated with reading and comprehending
survey items at a level o f 2.3. The male scores fell midway on the scale, and represented
their concerns with length of time for survey completion as well as with the ease of
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reading and comprehension of the instruments' items. This concern was shared in the 
post administration session in which respondents were able to participate after the pilot 
test. They suggested that the MSCEIT be administered first, since it required more time 
to complete survey items compared to the AMS, IIS, PBQ, and the Demographic Survey.
The table also shows that the six female participants rated the length o f time item 
as 2.2 and the ease associated with reading and comprehension item as 1.8. These ratings 
are indicative o f the group's good feeling relative to the duration o f survey completion 
and to the degree o f ease to which survey items were read and understood. The female 
participants verbalized their satisfaction with the overall survey administration process in 
the post administration session held after the pilot study.
In terms o f the Logical order o f  survey item, the male group provided a rating of 
1.3 and females rated it at a 1.0 level. These ratings suggest that both groups believe that 
survey items were listed in an excellent manner. An easy to understand and well- 
sequenced questionnaire may reduce survey completion time and increase respondents' 
willingness to complete the instruments used in studies (Fowler, 2009). Table 18 
displays the levels to which participants believed that clear instructions were provided 
prior to testing and highlights students' assessment o f the order in which they received 
and completed their surveys. The male and female average ratings in the clear 
instructions category were a 1.3, which reflects their belief that the instructions were 
provided in an excellent manner. The groups shared the same beliefs regarding the order 
in which surveys were received and completed based on the male ratings o f 1.8 and the 
females rating o f 1.3. The average for the total sample o f students participating in the 
pilot study was a 1.68.
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Although, the overall group responses reflected a good rating relative to the 
duration o f survey completion and ease of comprehension, in general, the men in the pilot 
study rated the process less favorably than the women. The suggestion shared by the men 
at the post administration session were considered and led to a minor modification to the 
order o f survey administration. The alternative process was adopted to address concerns 
with time, support comprehension, and to reduce the possibility o f survey fatigue. The 
lengthiest survey was administered first. Thus, the MSCEIT was the first instrument 
completed followed by the AMS, IIS, PBQ, and the Demographic Survey. This was a 
change from the original order o f survey administration in which AMS was the first 
instrument administered followed by the MSCEIT, IIS, PBQ, and the Demographic 
Survey.
Analysis of Factors
A factor analysis o f the five items on the Persistence Behavior Questionnaire was 
conducted to identify and remove redundancy from a set o f related variables and to 
ensure that questions or items on the instrument were independent o f one another. The 
items under analysis were the Plans to Continue! Registered fo r  Next Semester, Payment 
Plan in Place fo r  Next Semester, Regular Course Attendance, Performance Level in 
Courses, and Overall GPA and Good Academic Standing. Performing a factor analysis 
provided data to understand better whether items on the PBQ with common themes could 
be grouped according to the factor scores extracted (Fields, 2005).
After deciding on which variables should be considered in the factor analysis and 
before the analysis, a correlation procedure was conducted using the Pearson r method to 
obtain combinations of intercorrelations among variables to identify the associations,
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similarities and to detect structure and reduce the number o f observable variables in the 
data set for this study (Gall et al., 2007). The Principal Component Extraction method 
was also conducted because o f its effectiveness of identifying redundancy among 
variables measuring the same construct. This procedure identifies interrelatedness and 
distinctions among variables, reduces data into smaller and manageable components, and 
explains the total variability associated with each observed variable included in the 
analysis (Williams, Brown, & Onsman, 2013). Kaiser's rule of accepting extracted 
factors with eigenvalues greater than one was used to determine the number o f retained 
factors (Yong & Pearce, 2013).
Also, prior to conducting the factor analysis, an inspection o f the data took place 
to verify that the assumptions for the procedure were met. After the inspection, the 
normality of distribution, collinearity existing among variables, the absence o f univariate 
and multivariate outliers, and the adequacy o f sample size for the study to yield estimates 
of relationships among constructs were confirmed (Yong & Pearce, 2013 ). Table 19 
displays the results of the analysis.
Table 19
Total Variance Explained on the PBQ Questions
Question Factor Initial Eigenvalues
Total % Variance Cumulative %
1. Do you plan to continue
to the spring semester?
Plans to Continue 1.641 32.822 32.822
2. Have you registered for Registered for the Next/ 1.224 24.475 57.298
Payment Plan in Placethe spring 2015 semester?
2a. Do you have a plan in place 
to pay for the spring 2015?
3. Do you attend your fall 2014 
courses regularly?
Reg. Course Attendance .957 19.137 76.435
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4. Would you consider your
performance levels in your Perfor. Level in Courses .655 13.099 89.535
courses for the fall 2014 to be:
Outstanding, Satisfactory, 
or Less than Satisfactory
5. Students in good standing at their Good Acad. Standing .523 10.465 100.00
universities are usually 
those who earn an overall 
grade point average o f 2.0 
and higher. 5a. Do you feel 
that the GPA that you will earn 
at the end o f the fall 2014 
semester would place you in 
good standing at your university?
Presented in Table 19 are the PBQ's questions, factors, and the initial eigenvalues. 
This table displays the amount of variance that is explained by each factor. The Plans to 
Continue factor, which shows an eigenvalue of 1.641 and the Registeredfor the 
Next/Payment Plan in Place factor, which has an eigenvalue o f 1.224 show eigenvalues 
greater than 1. The Plans to Continue factor explains 32% of the group variance, which 
is the greatest proportion o f all listed items. The Registered fo r  the Next/Payment Plan in 
Place factor displays some residual variance in its estimate o f 24% of the variance. The 
two factors account for 57% of the variance among listed items. The Regular Course 
Attendance (.957), Performance Level in Courses (.655), and Good Academic Standing 
(.523) are successive factors that show eigenvalues lesser than 1 and display lower 
proportions and degrees of variances. These factors account for smaller amounts o f total 
variance and thus are excluded from the analysis due to low variability among listed 
items.
A varimax was used to extract factor loadings for each component (Yong &
Pearce, 2013). The Orthogonal Varimax Rotation was applied to bring more contrast to
the value o f correlations so that the interpretation of variables can be less complicated
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through the rotated factors (Williams et al., 2012; Yong & Pearce, 2013). Table 20 
presents unrotated and rotated matrices, which displays the how variables loaded on to 
factors. In this study, factors were named based on loadings.
Table 20
Factor Loadings on Unrotated and Rotated Factor Matrices
Factor Unrotated Factor Matrix 
Component
1 2
Rotated Factor Matrix 
Component
1 2
Plans to Continue .573 .555 .763
Registered for the Next/ 
Payment Plan in Place
.769 .830
Regular Course Attendance .441 .454
Performance Level in Courses .781 .803
Good Academic Standing .634 -.494 .794
Williams and associates (2012) noted that at least two or three variables must load 
on a factor to be assigned a label, analyzed and interpreted in an analysis. The observed 
variables that loaded on the factors with values moving in a positive direction share a 
proportion o f their attributes and characteristics. These observed variables capture 
identical dimensions of the factors on which they loaded. The observed variable with a 
value moving in a negative direction does the opposite. It does not share attributes and 
characteristics or measure the underlying phenomenon as the construct on which it 
loaded. In general, a variable that loads values moving in a positive direction on a 
particular factor measures a similar concept or phenomenon as the construct.
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Explanation of the Rotated Factor Matrix. The rotated factor matrix was 
calculated to combine items that were highly correlated and produce factors that were 
unique. The rotation matrix, which provides clear distinctions among factors, contains 
rotated items under components 1 and 2. On component 1, the Regular Course 
Attendance variable loaded at .454. On the same component, the Performance Level in 
Courses loaded at .803 and Good Academic Standing loaded at .794. The loaded items 
indicate that the Regular Course Attendance variable accounts for 57% of the attributes 
of the component 1. The rotated factor matrix also shows 80% of the variability o f the 
Performance Level in Courses variable being shared with component 1 and 79% of the 
variance for Good Academic Standing that is shared with the component.
The rotated factor matrix shows that under component 2, the Plans to Continue 
variable is attributable to component 2 at 76% and the Registered for the Next/Plan in 
Place shares 83% of the variance. These strong loadings demonstrate high variability 
among variables in their loadings on factors and are indicative of characteristics similar 
to component 2. The dimensions o f the factors have been accounted for by the variables. 
Thus, it was determined that the observed variables measure the same phenomenon as the 
factor on which it loaded and that items can be renamed or labeled.
Renamed factors. The rotated items that been extracted were renamed because 
observed variables loaded strongly on the factors. The below display illustrates the path 
for labeled constructs as reflected on the rotated items listed on the rotated factors matrix.
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Component 1 Renamed
Q3. Attend Courses Regularly?
Academic Performance
Q4. Performance Level in Courses?
Q5. Good Academic Standing?
Figure 6-A :
Persistence Plans E
Figure 6-B:
Q1. Plan to Continue Next Semester?
Q2. Registered or Next Semester?
 — T — — ---------
Q2a. Pay Plan in Place Next Semester?
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Figures 6-A and 6-B display the renamed factors along with the items from the 
Persistence Behavior Questionnaire that loaded on components 1 and 2. The right side of 
figures 6-A and 6-B shows items loaded on the factor rotation matrix. The left side o f the 
figures shows the renamed factor. Figure 6 shows that questions 3 ,4 , and 5 from the 
PBQ were grouped together according to how they loaded on component 1 in the 
analysis. Component 1 was relabeled as Academic Performance. This new item is the 
first to be included as an observed construct in the regression analyses to provide 
estimates o f students' perceptions of their performance levels at their respective HBCUs. 
Figure 6-A shows that questions 1, 2, and 2a from the PBQ were grouped according to 
how they loaded on component 2 in the factor analysis. Component 2 was relabeled as 
Persistence Plans. This new item is the second to be included as an observed construct in 
regression analyses that produce estimates o f students' persistence behaviors in this study. 
Descriptive Analyses
Descriptive analyses were calculated to provide a summary o f the participants' 
performances on all four survey instruments (AMS, IIS, MSCEIT, and the PBQ). The 
data for all analyses reflect the characteristics of the samples and begin with Table 20, 
which shows the total, private, and public sample performance means on the AMS. The 
summary o f means and standard deviations for the total sample were based on the data 
collected from 200 Black HBCU sophomores representing the private HBCU and the 
public HBCU.
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Table 21
Total, Private, and Public Sample-Means and Standard Deviations - AMS
SDM Total Sample Private Sample Public Sample
Intrinsic M  (SD) M  (SD) M  (SD)
IM-KNOW 5.83 5.66 6.00
(.964) (.955) (.946)
IM-ACCOM 5.54 5.46 5.61
(1.18) (1.278) (1.076)
IM-STIM 4.72 4.80 4.65
Extrinsic
(1.252) (1.187) (1.316)
EM- IDEN 6.11 6.00 6.22
(.868) (.858) (.870)
EM- INTRO 6.00 6.00 6.00
(1.118) (1.104) (1.137)
EM- EXTER 6.18 6.17 6.20
(.988) (.952) (1.027)
AMOTIV 1.84 1.79 1.89
(1.182) (1.214) (1.153)
Note: N=  200. Items are coded as follows: IM-KNOW- Intrinsic motivation to know, IM-ACCOM- Intrinsic motivation 
to accomplish, EM -IDEN- Extrinsic motivation-identified Regulation, EM -INTRO- Extrinsic motivation Introjected 
regulation, EM -EXTER- Extrinsic motivation-Externa! Regulation.
Table 21 illustrates that the means for the extrinsic motivation forms of self- 
determined motivation are higher than the means representing the intrinsic forms o f self- 
determined motivation for the total sample. The external variables with the highest 
means is EM-EXTER (M =  6.18, SD = .988) and the EM-IDEN (M =  6.11, SD  = .868) 
which represent the degree to which the students' learning behavior are controlled by 
external sources (EM-EXTER) (Vallerand et al, 1992) and the extent to which 
participants internalize behaviors they consider to be valuable (EM-IDEN) (Deci & Ryan, 
2000a).
In terms of the intrinsic forms of self-determination, the highest means were 
represented by the IM-KNOW variable (A/=5.83, SD = .964) and the IM-ACCOM (M =
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5.54, SD = 1.181) variables. These variables display the levels to which participants' 
perceive themselves as possessing the desire to gain knowledge for their enjoyment and 
personal satisfaction (IM-KNOW) and the extent to which of participants' pursue their 
academic goals for the joy and pleasure of the experience (IM-ACCOM) (Vallerand et 
al., 1992). The lowest mean of the self-determined motivation forms was found for the 
IM-STIM (M =  4.72, SD = 1.252), which measures the degree to which participants in 
this sample engage in an academic task to experience the joy and excitement of 
intellectual stimulation (Pelletier et al., 1995). O f the means displayed in Table 21, the 
lowest was found for the AMOTIV (M = 1.84, SD  =1.182) variable, which signifies the 
degree to which the total sample of participants perceive themselves as lacking 
motivation.
The descriptive data in table also shows the private sample analyses for the 
participants' performances on the AMS. The summary of means and standard deviations 
was based on data collected from 100 sophomore participants from the private HBCU. 
The means for the extrinsic motivation forms o f self-determined motivation are higher 
than the means representing the intrinsic forms o f self-determined motivation for the 
private sample. The external variable with the highest mean is EM-EXTER (M =  6.17, 
SD  = .952). The EM-IDEN (M = 6.00, SD = .858) and the EM-INTRO variables (M = 
6.00, SD = 1.104) possess identical means. The means of the variables provided insight 
regarding the levels to which study participants perceive themselves as learners who are 
controlled by external sources (EM-EXTER) (Vallerand et al, 1992), They also indicate 
the extent to which participants internalize behaviors they consider to be important (EM-
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IDEN) and the degree to which participants feel pressured to internalize values imposed 
on them by external sources (EM-INTRO) (Deci & Ryan, 2000a; Vallerand et al., 1992).
In terms of the intrinsic forms of self-determination, the highest means were 
represented by the IM-KNOW (A/=5.66, SD = .955) and the IM-ACCOM (M =  5.46, SD  
= 1.278) variables. These variables display the levels to which participants' perceive 
themselves as possessing the desire to gain knowledge for their enjoyment and personal 
satisfaction (IM-KNOW) and the extent to which of participants' pursue their academic 
goals for the joy and pleasure of the experience (IM-ACCOM) (Vallerand et al., 1992). 
The lowest mean of the self-determined motivation forms was found for the IM-STIM (M  
= 4.80, SD = 1.187), which measures the degree to which participants in this sample 
engage in an academic task to experience the joy and excitement o f intellectual 
stimulation (Pelletier et al., 1995). Of the means displayed in Table 21, the lowest was 
found for the AMOTIV (M =  1.79, SD =1.214) variable, which signifies the degree to 
which the private sample o f participants perceive themselves as lacking motivation.
Following the private sample are the means and standard deviations for the 
participants representing the public institution. The summary o f means and standard 
deviations for the students' performance was based on the AMS data collected from 100 
Table 21 shows the means for the extrinsic forms of self-determined motivation mean 
scores to be higher than the intrinsic means forms of self-determined motivation for the 
public sample. The highest extrinsic mean displayed is represented by the EM-IDEN (M  
= 6.22, SD -  .870) variable. The mean of 6.20 (SD = 1.027) was displayed for the EM- 
EXTER variable. The means for these variables indicate the degree to which their 
academic behaviors are controlled by outside sources (EM-EXTER) and the level to
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which they internalize values that they consider to be important (EM-IDEN). The lowest 
mean o f the extrinsic forms is represented by the EM-INTRO (M  = 6.00, SD  =1.137) 
variable to indicate the extent to which participants in the public sample view themselves 
as learners who feel pressured to internalize external values.
The highest mean representing the intrinsic forms o f self-determined motivation 
for the public sample was 6.00 (SD = .946) as exhibited by the IM-KNOW variable to 
describe the degree to which participants learn for the sake and enjoyment of learning.
The mean for the IM-ACCOM variable is (M  = 5.61 SD  = 1.076) and indicated the levels 
to which participants pursue their academic goals for the joy and pleasure o f the 
experienced. The IM-STIM variable displayed the mean o f 4.65 (SD = 1.316) is the 
lowest o f the self-determined motivation forms highlighted in the table. The measure for 
this variable signifies the degree to which participants in this sample engage in an 
academic task to experience the joy and excitement o f intellectual stimulation (Pelletier et 
al., 1995). O f the seven mean presented in the Table 21, the lowest was represented by 
the AMOTIV variable (M =  1.89, SD = 1.153), which is a non-self-determined 
motivation form (Vallerand et al., 1992).
IIS descriptive data. Table 22 displays the means and standard deviations of 
study participants' performances on the IIS (Persistence attitudes measure). The analyses 
show the total, private and public sample analyses for the participants' performances on 
the instrument. The summary o f means and standard deviations for the sample was 
obtained based on the data collected from 100 Black HBCU sophomores from the private 
and the public HBCUs.
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Table 22
Total, Private, and Public Sample-Means and Standard Deviations -  IIS
IIS Total Sample Private Sample Public Sample
M  (SD) M  (SD) M  (SD)
PGIN 4.22 4.25 4.15
(.505) (.371) (.604)
IWFA 4.15 4.10 4.20
(.653) (.650) (.655)
FCSD 4.15 4.11 4.18
(.586) (.598) (.575)
AIDV 4.05 4.00 4.16
(.598) (.621) (.556)
IGCT 4.40 4.35 4.45
(.533) (.565) (.495)
Note: N=  200. IIS items are coded as follows: PGIN- Peer Group Interaction, IWFA-Interaction with faculty, FCSD- 
Faculty Concern with Student Developm ent and Teaching, AIDV-Academ ic and Intellectual Development, IGCT- 
Institutional and Goal Commitment.
For the total sample, the highest mean was found for the IGCT (M  = 4.40, SD = 
.533) variable to signify the level to which study participants agree that they made the 
right decisions to attend , earn good, grades, and to graduate from their HBCUs. The 
PGIN variable showed a mean o f 4.22 (SD = .505) to indicate the extent to which 
participants believe that their interpersonal relationships with their peers positively 
influenced their experiences on campus (Pascarella & Terenzini, 1980). The mean score 
o f 4.15 (SD = .653) for the IWFA variable describe the level to which participants' feel 
that their interactions with faculty have been influential, positive, and meaningful 
(Pascarella & Terenzini, 1980). With a mean score of 4.15 (SD = .586), the FCSD 
variable provides a descriptive measure of the participants' perceptions of the concern and 
care demonstrated by their faculty. The lowest mean is represented by the AIDV (M =  
4.05, SD = .598) variable, which provided a measure of the sample's perception of the
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extent to which they experience intellectual stimulation and academic development at 
their respective HBCUs. Following the total sample are the data for the private sample. 
The descriptive data for the private sample analyses for the participants' performances on 
the IIS Persistence Attitude measure. The summary of the means and standard deviations 
for this sample was based on the data collected from 100 sophomore participants from the 
private HBCU. The highest mean displayed for the private sample is represented by 
IGCT (M =  4.35; SD = .565), and is followed by the PGIN (M =  4.25, SD  .371) variable. 
The variables signify the level to which participants from the private sample agree that 
they will continue their education at their HBCUs (IGCT) and the degree to which peer 
group interactions on campus positively influence their intellectual growth (PGIN). The 
lowest mean score listed is for the AIDV (M =  4.00, SD -  .621) variable to indicate the 
extent to which participants are satisfied with the level o f intellectual development at 
their HBCU (Pascarella & Terezini, 1980).
Table 22 displays the public sample analysis for the participants' performance on 
the IIS. The table includes the means and standard deviations for the public sample's 
performance levels on the IIS. The data obtained from 100 sophomore participants from 
the public HBCU are summarized. The highest means displayed for the public sample 
was IGCT (M = 4.45, SD  = .495) followed by the IWFA (M = 4.20, SD = .655) variable. 
The means provided a measure o f the extent to which students believe that they made 
right decision to attend their institution (IGCT) and whether students' believed that their 
intellectual growth was positively influenced by their interactions with faculty (IWFA). 
The lowest mean score displayed represents the PGIN (M =  4.15, SD = .604) variable to
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provide a measure of whether the peer interactions positively influenced the study
participants' growth (Pascarella & Terenzini, 1980).
PBQ descriptive data. Tables 23-25 present the means and standard deviations
of the participants' responses on the PBQ (Persistence Behavior measure). Yes and No
items are displayed to reflect the percentage of responses reported for each category.
Participants' "Yes" responses were coded as 1 and their "No" responses were coded as 2.
Mean scores and standard deviations derived from these responses. The discussion
begins with Table 23, which shows the total sample analyses for participants'
performances on the instrument. Table 24 includes data representing 100 participants
from the private sample and Table 25 lists data for 98 respondents from the public
sample.
Table 23
Total Sample-Means and Standard Deviations - PBQ
PBQ
Factorized Variables
M SD %
Academic Performance
Regular Course Attendance 1.03 .171 97
Class Performance Levels: 1.71 .574
More than Satisfactory 35
Satisfactory 58
Less than Satisfactory 6
Good Academic Standing 1.06 .230 94
Persistence Plans
Plans to Continue 1.01 .071 100
Registered for Next Sem. 1.09 .280 92
Pay Plan in Place 1.04 .197 96
Note: N =  198-Total Sample
The constructs of Academic Performance and Persistence Plans show the means
and standard deviations for variables that loaded on them during the factor analysis
procedure. The data reflect estimates under their respective constructs and provide an
idea o f the extent to which the respondents in this study demonstrate persistence at their
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respective HBCUs. The mean score for the Regular Course Attendance PBQ variable 
under the Academic Performance construct is 1.03 (SD = 1.027) for the total sample. The 
Good Academic Standing variable displayed under the construct shows a mean of 1.06 
(SD = .230). The percentage of students who reported regular course attendance was 97, 
and 94% of participants who reported good academic standing at their HBCUs. The 
mean produced for the Regular Course Attendance variable was (M =  1.03, SD  =.171). 
Academic Performance for this study also included participants' levels of course 
performance as exhibited by items that are classified under the variable. The descriptive 
data show that 35% of respondents reported more than satisfactory academic 
performance levels, 58% reported their satisfactory performance levels, and 6% reported 
less than satisfactory classroom performance.
The variables with similar qualities to the Persistence Plans construct show mean 
scores to reflect participants' plans to persist at their HBCUs. For example, the PBQ's 
Plans to Continue item shows a mean of 1.01 (SD =.017) and the instrument's Registered 
for Next Semester variable shows a mean of 1.09 (SD -  .280). The Pay Plan in Place 
variable (M =  1.04, .SD 197) showed the degree to which participants in the total sample 
acknowledged that a plan exists to address the cost for tuition for the subsequent semester 
at their current HBCUs. The percentage of the participants who plan to continue at their 
institutions is 100 for the total sample and 92% reported that they have registered for the 
next semester. An established payment plan for the following semester was reported by 
96% of the total sample.
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Table 24
Private Sample-Means and Standard Deviations - PBQ
PBQ
Factorized Variables
M SD %
Academic Performance
Regular Course Attendance 1.05 .219 95
Class Performance Levels: 1.81
More than Satisfactory 27
Satisfactory 65
Less than Satisfactory 8
Good Academic Standing 1.06 .239 94
Persistence Plans
Plans to Continue 1.00 .00 100
Registered for Next Sem. 1.20 .378 83
Pay Plan in Place 1.01 .256 93
Note: N =  100-Total Sample
The PBQ data in Table 24 summarize the extent to which the respondents in the 
private sample plan to persist at their private HBCU. The mean score for the Regular 
Course Attendance variable is 1.05 (SD = .219), Class Performance Levels shows a mean 
of 1.81, and the Good Academic Standing variable shows a mean of 1.06 (SD = .239).
The percentage o f students who reported regular course attendance was 95 and 94% of 
participants reported good academic standing at their HBCUs. The above data show 27% 
of respondents reporting more than satisfactory academic performance levels, 65% 
reporting satisfactory performance levels, and 8% reporting less than satisfactory 
progress.
The Plans to Continue variable show a mean of 1.00 (SD =.000) and a mean of 
1.20 (SD = .378) was shown for the Registered for Next Semester variable. The Pay Plan 
in Place variable (M =  1.01, SD = .256) demonstrated the degree to which participants in 
the private sample acknowledge the existence of a financial plan to address the cost for 
tuition for the upcoming semester at their current institution. An established payment
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plan for the following semester was reported by 93% of the sample. The percentage of 
the participants who plan to continue at their institutions is 100 for the private sample in 
which 83% reported to have registered for the next semester.
Table 25
Public Sample-Means and Standard Deviations - PBQ
PBQ
Factorized Variables
M SD %
Academic Performance
Regular Course Attendance 1.01 .10 98
Class Performance Levels: 1.60
More than Satisfactory 43
Satisfactory 51
Less than Satisfactory 4
Good Academic Standing 1.05 .221 95
Persistence Plans
Plans to Continue 1.01 .071 99.5
Registered for Next Sem. 1.00 .000 98
Pay Plan in Place 1.04 .197 96
Note: N  = 98-Total Sample
The PBQ data in Table 25 summarize the extent to which the respondents in the
public sample plan to persist at their public HBCU. The mean for the Regular Course
Attendance variable is 1.01 (SD = .10), the mean for Good Academic Standing is 1.60,
and the Good Academic Standing variable shows a mean o f 1.05 (SD = .221). The
percentage o f students who reported regular course attendance was 98 and 95% of
participants reported good academic standing at their HBCUs. The above data show 43%
o f respondents reporting more than satisfactory academic performance levels, 51 %
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reporting satisfactory performance levels, and 8% reporting less than satisfactory 
progress.
The Plans to Continue variable show a mean of 1.01 (SD =.071) and the 
Registered for Next Semester variable shows a mean o f 1.00 (SD = .000). The Pay Plan 
in Place variable (M =  1.04, SD  = .197) demonstrated the degree to which participants in 
the private sample acknowledge the existence o f a financial plan to address the cost for 
tuition during the upcoming semester at their current institution. An established payment 
plan for the following semester was reported by 96% of the respondents. The percentage 
o f the participants who plan to continue at their institutions is 100 for the public sample 
and 100% reported to have registered for the next semester.
MSCEIT descriptive data. Table 26 display the means and standard deviations 
o f the participants' performances on the MSCEIT. The analyses show the total, private 
and public sample analyses for the responses on the emotional intelligence instrument. 
The summary of means and standard deviations for each o f the samples sample obtained 
were based on the data collected from 100 participants from the private HBCU and the 
public HBCU.
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Table 26
Total, Private, and Public Sample-Means and Standard Deviations - MSCEIT
MSCEIT Total Sample Private Sample 
M  (SD)
Public Sample 
M  (SD)
EI-TOTAL 79.12 79.91 78.33
(10.56) (10.23) (10.87)
EI-PERC 89.32 90.37 88.27
(15.77) (15.54) (16.20)
E1-FAC1 75.20 76.02 74.40
(15.22) (13.96) (16.38)
EI-UNDER 71.55 72.68 70.43
(13.04) (13.76) (12.24)
EI-MANA 81.43 81.95 80.91
(10.42) (10.49) (10.38)
Note: El Items are coded as El Total = El-Total, PERC = Perceiving Emotions, FACI = Facilitating Emotions, 
UNDER = Understanding Emotions, M ANA = Managing Emotions
The data presented a total sample mean of 79.12 (SD = 10.56), a private sample 
mean of 79.91 (SD = 10.23), and a public sample mean o f 78.33 (SD = 10.87). These 
correlations indicated the level to which the sample o f students use their abilities to 
perceive, facilitate, understand, and manage their emotions. The total sample’s highest 
mean is represented by the EI-PERC variable ( M -  89.32 (SD = 15.77). The two branch 
scores with the highest mean scores in the private sample were EI-PERC (M = 90.37, SD 
15.54) and EI-MANA (M = 81.95, SD  10.49). The means for these variables indicate the 
degree to which participants identify nonverbal expressions such as emotions in 
individuals' faces (EI-PERC) and the extent to which they are open to emotional signals 
and able to regulate their own emotions (EI-MANA). The highest mean among the 
branch scores in the public sample are represented by the EI-PERC (M =  88.27, SD = 
16.20) and the EI-MANA (M =  80.91, SD = 10.38) variables.
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The lowest branch mean is represented by the EI-UNDE (A/= 71.55, SD = 13.04) 
variable to demonstrate the degree to which participants can label emotions and to reason 
with their feelings. The mean for this variable falls within the MSCEIT's Consider 
Improvement range. In terms of similarities existing among the three samples, the EI- 
PERC variable possessed the highest correlations for each group and the EI-UNDER 
showed the lowest correlations. Additional similarities were detected in that no 
significant relationships existed within the overall sample and that all mean estimates fell 
in the MSCEIT's Consider Improvement range (Mayer & Salovey, 1997).
Inferential Analyses
This section addresses the research questions posed in this study by examining the 
relationships and associations between and among the AMS Self-determination, MSCEIT 
Emotional Intelligence, IIS Persistence Attitudes, and the PBQ Persistence Behaviors 
variables. Determining whether relationships exist between Black HBCU students' self- 
determination and persistence attitudes, their self-determination and persistence 
behaviors, and their self-determination and emotional intelligence require an observation 
of the strength and the direction o f two variables. Specifically, research questions 1 
through 3 highlight correlated relationships between AMS, IIS, MSCEIT, and PBQ 
variables. Question 4 not only examines the relationships between variables, but also 
among them as it is determined if the MSCEIT Emotional Intelligence mediates the 
relationship between self-determination and persistence attitudes or persistence behavior 
(total score). Before engaging in these examinations, it is important to determine whether 
relationships between Black HBCU students self-detennination correlate with their
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persistence attitudes and persistence behavior, which will be answered in the first 
research question.
Research Question 1. Research Question 1 asked the following: Is there a 
relationship between Black second year students ’ self-determined motivation as 
measured by the Academic Motivation Scale, persistence attitudes as measured by the 
Institutional Integration Scale, and persistence behavior as measured by their continued 
enrollment; and, does this differ at the private and public HBCUs, respectively ?
Bivariate correlations were computed using the Pearson r. This method was utilized 
because it quantifies the relationship between variables. Keiss (1996) highlighted the 
usefulness o f this statistical approach when describing and considering the direction and 
degrees o f the association between two variables rather than implying the cause for the 
relationships. The values between -1 and +1 designate varying degrees o f strength and 
the signs for the correlations describe the relationship between two variables and indicate 
the direction of the relationship (Gall et al., 2007). For example, when a perfect 
relationship exists between variables, a measure o f +1 is produced. When a perfect 
inverse relationship exists, a -1 is produced. When no relationship between variables 
exists, a value of 0 is produced (Kiess, 1996).
The first part of question 1 observes the relationship between Black second year 
students' self-determined motivation and persistence attitudes. Total group and 
institution analyses were conducted to quantify o f the correlation between variables as 
measured by the AMS and the IIS. Below Tables 27, 28, and 29 include data representing 
the total sample, the private sample, and the public sample of HBCU students.
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T able 27
Q l:  Total Sam ple C orrelations-A M S & IIS
IIS Subscales- Persistence Attitudes
P G IN IW F A FC SD A ID V IG C T
r r r r r
AM S-M otivation
SD M  IM -
KNOW . 0 2 .13 3 3 ** .23** .16*
ACCOM . 0 2 .18* .2 2 ** .2 0 ** .27**
ST1M - . 0 2 .23** 31** 19** .25**
SD M  E M -
IDEN .06 . 0 2 .29** .24** .2 1 **
INTRO .04 . 1 0 .32** .26** .2 1 **
EXTER - . 1 2 . 0 2 .15* .04 . 1 2
AM OTIV -.2 0 ** -.07 . 0 1 .05 - . 1 1
N ote : **p <  .01, *p < .05.
a AM S items coded as: IM-KNOW- Intrinsic motivation to know, IM-AC'COM- Intrinsic motivation to accomplish, 
EM -IDEN- Extrinsic motivation-identified Regulation, EM-INTRO- Extrinsic motivation Introjected regulation, EM- 
EXTER- Extrinsic motivation-External Regulation.
b IIS items coded as: PGIN- Peer Group Interaction, IWFA-Interaction with faculty, FCSD-Faculty Concern with 
Student Developm ent and Teaching, AIDV-Academic and Intellectual Development, IGCT- Institutional and Goal 
Commitment
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T able 28
Q I: H B C U  P riva te  Sam ple C orrelations-A M S & IIS
P G IN
r
IIS Subscales- Persistence 
IW F A  FC SD  
r  r
Attitudes
A ID V
r
IG C T
r
AM S-M otivation  
SD M  IM -
KNOW .08 .03 .23* . 1 0 .16
ACCOM .04 .18 .15 .09 .25*
STIM .09 .24* .32** .18 .34**
SD M  E M -
IDEN .23* - . 0 1 .2 1 * .23*
INTRO .06 .56 .24* .2 1 * .23*
EXTER -.18 -.05 . 0 2 . 0 2 .09
AMOT1V -.07** - . 0 1 . 0 1 .18 -.03
Note: **p <  .01, *p <  .05.
* AM S items coded as: IM-KNOW- Intrinsic motivation to know, 1M-ACCOM- Intrinsic motivation to accomplish, 
EM -IDEN- Extrinsic motivation-identified Regulation, EM-INTRO- Extrinsic motivation Introjected regulation, EM' 
EXTER- Extrinsic motivation-External Regulation.
b IIS items coded as: PGIN- Peer Group Interaction, IWFA-Interaction with faculty, FCSD-Faculty Concern with 
Student Developm ent and Teaching, AIDV-Academic and Intellectual Development, IGCT- Institutional and Goal 
Commitment.
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T able 29
Ql: HBCU Public Sample Correlations-AMS & IIS
IIS Subscales- Persistence Attitudes
PGIN IWFA FCSD AIDV IGCT
r r r r r
AMS-Motivation
SDM IM-
KNOW . 0 2 .2 0 * .43** .34** .13
ACCOM .0 2 .18 .30** 3 4 ** .28*
STIM - . 1 0 .2 2 * .31** .24* .34**
SDM EM-
IDEN -.04 .04 .29** .23* .18
INTRO .04 .15 .41** .32** .19
STIM -.09 .08 .28** .06 .14
AMOTIV -.28** -.15 .0 2 -.11 -.2 1 *
N ote: **p < .01, *p < .05.
a AM S items coded as: IM-KNOW- Intrinsic motivation to know, IM-ACCOM- Intrinsic motivation to accomplish, 
EM-IDEN-_Extrinsic motivation-identified Regulation, EM-INTRO- Extrinsic motivation Introjected regulation, EM- 
EXTER- Extrinsic motivation-External Regulation
b. IIS items coded as: PGIN- Peer Group Interaction, IWFA-Interaction with faculty, FCSD-Faculty Concern with 
Student Development and Teaching, AIDV-Academic and Intellectual Development, IGCT- Institutional and Goal 
Commitment
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Table 27 shows total sample variables measured by the Academic Motivation 
Scale, which represent intrinsic motivation to know, toward accomplishment, and to 
experience stimulation. Also displayed are the AMS external regulation variables 
representing extrinsic identified regulation, introjected regulation, and external 
regulation. The AMS variables were correlated with the following Institution Integration 
Subcales: Peer Interaction, Interaction with Faculty, Faculty Concern fo r  Student 
development and Teaching, Academic and Intellectual Development and Institutional and 
Goal Commitment. The following sections review the correlations between AMS, 
MSCEIT, IIS, and PBQ items and the areas o f statistical significance for the total sample 
and between the private and public samples.
Intrinsic motivation & persistence attitudes: Total sample analysis. The 
Intrinsic Motivation to Know variable was correlated with the Faculty Concern for 
Student Development and Teaching (r = .33; p  < p. 01) variable. A significant positive 
relationship was found between the variables. A significant positive association was also 
found between Intrinsic Motivation to Know and Academic and Intellectual Development 
( r -  .23,p <  .01). Significant positive relationships were established between the 
Intrinsic to Know and the Institutional and Goal Commitment (r = .16, p  < .05) variables.
Students' Intrinsic Motivation toward accomplishment was also correlated with 
items on the IIS and shared significant relationships with the persistence attitudes 
variables. For example, a relationship was observed between Intrinsic Motivation toward 
Accomplishment and Interactions with Faculty (r = . 18, p  < .05). The Intrinsic 
Motivation toward Accomplishment variable also showed a relationship with Faculty 
Concern for Student Development and Teaching (r = .22, p  < .01) variable. The Intrinsic
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Motivation to Accomplishment variable was positively correlated with Academic and 
Intellectual Development (r = .20,/? < .01) and Institutional and Goal Commitment (r = 
.27;/? < .01) variables. The participants' Intrinsic Motivation to Experience Stimulation 
was observed. The Stimulation variable had a significant positive relationship with 
Faculty Concern for Student Development (r = .24, p  < .01) and with Academic and 
Intellectual Development (r = . 19,/? < .01). These patterns o f correlations indicate that 
faculty relationships with students, their genuine interest in and ability to cultivate a 
stimulating learning environment that supports students' intellectual development, fuel 
the self-determination of learners who are internally driven to gain knowledge. These 
factors are critical to intrinsically motivated students' self-efficacy and sense of 
excitement as they complete tasks and eventually their degrees.
Extrinsic motivation & persistence attitudes: Total sample analysis. The 
external motivation items observed on Table 27 are listed from the most autonomous to 
the least autonomous form of external motivation on Deci and Ryan's (1985) self- 
determination motivation continuum. Identified regulation is considered the most 
autonomous and external regulation is the least autonomous extrinsic motivation form. 
Significant positive correlations were observed between Identified Regulation and 
Faculty Concern (r = .29,/? < .01), Identified Regulation and Academic and Intellectual 
development (r = .24, p  < .01), and Identified Regulation and Institution and Goal 
Commitment (r = .21,/? < .01). Significant positive relationships were also observed 
between Introjected Regulation and Faculty Concern (r = .32,/? < .01), Introjected 
Regulation and Academic and Intellectual Development (r = .26,/? < .01), and Introjected 
Regulation and Institution and Goal Commitment (r = .21, p  < .01). The relationship
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between External Regulation and Faculty Concern (r=  .15, p <  .05) moves in a positive 
direction and displays statistical significance.
The amotivation variable shares a significant and negative relationship with Peer 
Interaction (r = -.20, p  < .01). The amotivation levels of students were correlated to 
determine the extent to which a relationship existed between this variable and those 
measured on the IIS and to understand if the degrees of non-self-determined behaviors 
influence their attitudes regarding their experiences at their respective HBCUs. The 
results indicated that HBCU students do not perceived themselves as lacking motivation. 
In fact, the students' low level o f amotivation is further supported in the association 
between the Amotivation and Interaction with Faculty (r = -.72). The negative correlation 
between Amotivation and Peer Interactions signifies that the students believe that their 
interpersonal relationships with students and faculty positively influenced their 
intellectual growth. This experience moves in the opposite direction as amotivation as 
supported by the understanding that students who are not motivated feel a sense of social 
disempowerment and academic helplessness (Pelletier et al., 1995).
Intrinsic/extrinsic motivation & persistence Attitudes: Private HBCU analysis. 
This section provides an analysis of items and observes the relationships between HBCU 
private second year students' intrinsic and extrinsic motivation and amotivation as 
measured on the AMS and their persistence attitudes as measured by the IIS.
A significant positive relationship was found between the Intrinsic to Know and 
Faculty Concern for Student Development and Teaching variables (r = .23, p  < .05). This 
finding is aligned with the overall sample and the public sample, which also showed 
significant relationship between the two variables. As with the total sample, the Intrinsic
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Motivation toward Accomplishment variable shared a positive and significant 
relationship with Institution and Goal commitment (r = .25;/? < .05). The public sample 
did not show a significant relationship between the variables. The Intrinsic Motivation to 
Experience Stimulation variable shared significant relationships with Interaction with 
Faculty (r = .24, p  < .05), Faculty Concern for Student Development and Teaching (r = 
.32, p  < .01), and Institution and Goal Commitment (r = .34,/? < .01). These 
relationships were also significant in the total sample however; the Faculty Concern and 
the Institutional Goal variables were significantly associated with the Experience 
Stimulation variable in the public sample.
In terms o f the extrinsic variables, Identified Regulation shared a positive 
relationship with Peer Group Interaction (r = .23,/? < .05) and with Institution and Goal 
Commitment (r = .23,/? < .05). The Identified Regulation variable also shared a 
relationship Academic and Intellectual Development (r = .21,/? < .05) and with Faculty 
Concern for Student Development (r = .24,/? < .05). These results are reflective in the 
total and public samples in which significant relationships between Faculty Concern with 
Student Development, Academic and Intellectual Development, and Institution and Goal 
Commitment were shared with Identified Regulation in the total sample and Faculty 
Concern Student Development and Teaching was found to be associated with the 
Identified variable in the public sample. There was no correlation with the Identified 
variable and Peer Group Interaction and Institution and Goal Commitment in the total or 
the public sample. The Introjected variable also shared significant relationship with IIS 
items. As with the total sample, the Introjected variable was related to Faculty Concern 
(r = .24,/? .05), Academic and Intellectual Development (r -  .21,/? < .05) and with
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Institution and Goal Commitment (r = .23, p <  .05). The Introjected variable was also 
significantly correlated with Faculty Concern for Student Development and Teaching and 
Academic and Intellectual Development, but not with Institution and Goal Commitment 
for the public sample.
The amotivation levels of students were observed to understand the extent to 
which a relationship existed between this variable and those measured on the IIS. 
Examining the amotivation relationships revealed the degree to which qualities of non­
self-determined behaviors were exhibited by HBCU private second year students. A 
significant negative relationship was observed between Amotivation and Peer 
Interactions (r = -.07, p  < .01). The amotivation mean score (M =  1.79, SD  = 1.214) 
produced for private HBCU students indicated low levels of amotivation for the private 
HBCU respondents. The students' amotivation was also correlated with the Academic 
and Intellectual Development variable in which an r = . 18 was discovered. The low 
amotivation level for the peer group variable mirrors the total sample and the negative 
relationship between Amotivation and Peer Interaction is indicative of students' 
perceptions that their interactions with peers positively influence their personal growth on 
campus and serves as motivators for persistence. These beliefs are contrary to feelings of 
non-motivation. Further, low levels o f amotivation correlates with Academic and 
Intellectual Development as motivated students' are often satisfied with their academic 
growth and experiences as well as with level o f perceived academic stimulating at their 
respective HBCUs.
Intrinsic/extrinsic motivation & persistence attitudes: Public HBCU analysis.
This section observes the intrinsic and extrinsic motivation as well as the amotivation
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levels o f second year students attending the public HBCU. Student responses to self- 
determined motivation items were measured against the IIS persistence attitude variables. 
Significant positive associations between variables were discovered and are discussed. A 
significant positive relationship was found between Intrinsic Motivation to Know and 
Interaction with Faculty (r = .20,/? <.05) and with Intrinsic Motivation to Know and 
Faculty Concern for Student Development and Teaching (r = .43,p  < .01). An additional 
significant positive relationship was discovered between Intrinsic Motivation to Know 
and Academic and Intellectual Development (r = .34,/? < .01). Similar trends existed in 
the total sample. With the exception o f Interaction with Faculty, each o f the variables 
discussed shared significant relationships with Intrinsic Motivation to Know in the total 
sample. The private sample showed a significant relationship between the Intrinsic 
Motivation to Know variable and Faculty Concern for Student Development and 
Teaching. The Intrinsic Motivation toward Accomplishment variable also shared 
positive and statistically significant relationships with items on the IIS. At the p  < .01 
level, an r = .30 was the measure of the association between Intrinsic Motivation toward 
Accomplishment and Faculty Concern. Additional significant relationships existed 
between Intrinsic Motivation toward Accomplishment and Academic and Intellectual 
Development (r = .34,/? < .01) and with Intrinsic Motivation toward Accomplishment 
and Institution and Goal Commitment (r = .28,/? < .05). These relationships were also 
significant in the total sample. Institution and Goal Commitment was the only variable to 
share a significant relationship with the Accomplishment variable. The respective 
relationships with the Accomplishment variable and Faculty Concern and Academic and 
Intellectual Development were significant in the private sample. The Intrinsic Motivation
to Experience Stimulation shared significant relationships with IIS items such as the 
Interaction with Faculty (r = .22, p  < .0 5 ), Faculty Concern (r = .31, p  < .0 1 ), and 
Institution and Goal Commitment (r = .34, p < .01). The Faculty Concern variable was 
also significantly associated with the IM-Stimulation variable in the total and the private 
samples.
The associations observed between self-determined extrinsic motivation variables 
and the IIS variables were positive and negative with several showing statistical 
significance. The Identified Regulation variable shared a positive and significant 
relationship with Faculty Concern for Student Development and Teaching (r = .29, p  < 
.01) and with Academic and Intellectual Development (r = .23,p  < .01). These 
relationships also existed in the total and private samples. The Introjected Regulation 
variable shared relationships with IIS items. The variable was positively associated with 
Faculty Concern for Student Development and Teaching (r = A \ ,p  < .0 1 ) as well as with 
Academic and Intellectual Development (r = .32, p  = .0 1 ). These trends existed in the 
total and private samples. The External Regulation variable shared a positive and 
significant relationship with Faculty Concern for Student Development (r = .28, p  < .01 ).
The public HBCU students' amotivation levels were examined to determine the 
degree to which qualities o f non-self-determined behaviors were exhibited. Significant 
negative relationships were observed between Amotivation and Peer Interactions (r = - 
.28,p  = .0 1 ), and Institution and Goal commitment (r = .21;/? = .0 5 ). The total and 
private samples also display negative relationships between the participants' amotivation 
and peer group interactions. There are interesting patterns that the private and the public 
samples share and are worth mentioning. When observing Tables 28 through 29, the
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number o f significant relationships existing between variables for the public and private 
institution's sample is displayed. Evident is the higher number o f associations between 
variables for public institution compared to the private institution. For the public 
institution, 14 significant relationships with 11 at the p  =.01 level are shown. Most of the 
relationships exist between the AMS motivation variables and Faculty Concern and the 
least number of relationships exists in the Peer Group area. The private sample showed 
13 significant relationships with six relationships existing at the p  = .01 level. There are 
two areas with four significant relationships identified. Like the public institution, the 
private sample displayed most of its relationships in the area o f Faculty Concern, which 
includes four AMS-IIS correlations. There were also four significant relationships with 
the AMS variables as shown under Institution and Goal Commitment. The least amount 
of significant relationships is displayed under the IIS Interaction with Faculty variable, 
which is correlated with AMS Extrinsic Motivation to Experience Stimulation. An 
examination o f the AMS and IIS variables provides an idea o f the extent to which the 
HBCU private and HBCU public students' self-determined motivation and non-self- 
determination levels influence their attitudes concerning their academic and social 
experiences led to inquiries regarding their self-determination and persistence behaviors.
Intrinsic/Extrinsic Motivation & Persistence Behaviors. Table 30 includes total 
sample data reflecting students' responses on the PBQ persistence behavior measure. The 
correlations displayed on the table provide insight relative to the degree to which 
students' self-determined and non-self determined behaviors influence their persistence 
behaviors.
T able 30
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Ql: Total Sample Correlations-AMS & PBQ
PBO-Persistence Behaviors
Academic Performance Persistence Plans
r r
A M S-M otivation
SDM  Intrinsic to:
Know -.17* -.06
A ccom plish -.17* -.04
Stimulation - . 0 1 . 0 2
SDM  Extrinsic Regul.
Identified .  19** -.09
Introjected -.25** . 0 2
External - . 0 1 -.05
Amotivation .2 2 ** .07
**p <  .01, *p <  .05
Intrinsic & extrinsic motivation & persistence behaviors: T o ta l sa m p le  a n a lys is . T he
results o f student responses to items on the AMS and the PBQ show significant 
relationships in the area of Academic Performance. The relationships displayed on the 
table show mostly negative relationships between variables. The Intrinsic Motivation to 
Know shared a negative relationship with the Academic Performance Variable (r = -.17, 
p  < .05). This outcome is reasonable considering that achievement for students with high 
levels o f intrinsic motivation to know is based on their knowledge acquisition process 
rather than on their academic performance experiences, which tend to turn their attention 
away from the enjoyment of learning and towards the outcome o f academic performance. 
Given that individuals’ intrinsic motivation to know is based on their passion and 
enjoyment of learning, it is important that these results are discussed having the nature of 
the intrinsic form of motivation in mind. This result is supported in investigations
focusing on the effects o f extrinsic rewards on intrinsic motivation. Deci and Ryan (1999) 
found that because students exhibiting intrinsic motivation qualities engage in activities 
for the enjoyment and interest, they might view performance contingency rewards as 
products of a controlling rather than an autonomous experience in an academic 
environment. Thus, the negative relationship signifies that Intrinsic Motivation to Know 
does not correlate with Academic Performance for this total sample o f students. This 
explanation may provide clarification for other intrinsic motivation relationships with 
PBQ variables. For example, With a mean of 5.54 (SD = 1.181) the Intrinsic Motivation 
to accomplish variable is negatively associated with the Academic Performance levels (r 
= -.17,p =  .05), which may result from being intrinsically motivated to learn, but not 
necessarily the focus o f internally motivated students who have the end goal of gaining 
knowledge for self-improvement (Deci & Ryan, 1999).
The extrinsic motivation variables observed a few significant relationships 
moving in a negative direction. The introjected variable shares a significant and negative 
relationship with academic performance (r = -.25, p  = .01). This finding is sensible when 
considering Deci and Ryan (2000d) notion that introjected motivation is a controlling 
form of self-determination in which individuals' performance is based on their responses 
to external pressures to achieve rather than their internal passion to succeed. Reeve, Deci, 
and Ryan (2004) held that students who endure the pressures o f controlling forces focus 
more on the external motivators instead o f their academic performances.
The HBCU students' Persistence Plans referred to their intent to continue their 
enrollment at their current institution, preregistration status, and their acknowledgement 
of a payment plan for the next semester. The results showed no significant relationships
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between the AMS self-determination variables and the PBQ academic persistence plans 
items.
The Amotivation variable shared a significant positive relationship with academic 
performance (r = .22, p  < .01) to indicate that students with low levels o f amotivation 
demonstrate commitment to their academics through regular course attendance, effective 
performance levels in their courses, and good academic standing on campus.
Intrinsic & extrinsic motivation & persistence behaviors: Institution analyses. 
The correlations presented in Table 31 reflect the degree to which self-determined and 
non-self determined behaviors are associated with PBQ items for the private and public 
samples in this study. Simply, the below data summarize the associations between 
students' intrinsic, extrinsic, and amotivation forms and their academic performances and 
persistence plans at their private or public HBCUs.
Table 31
Q l:  P riva te  & Public H B C U  C orrelations-PB Q
PBO-Persistence Behavior
Academic
Performance
r
Persistence
Plans
r
HBCU PRIVATE
AM S-M otivation
SDM  Intrinsic to: 
Know  
A ccom plish  
Stimulation
- .2 1 *
- .20*
-.06
-.01
-.03
-.01
SDM  Extrinsic Regul. 
Identified 
Introjected 
External
-.30**
-.30**
-.02
-.05
-.01
-.05
Amotivation .24* .12
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HBCU PUBLIC
AM S-M otivation
SDM  Intrinsic to: 
Know
A ccom plish
Stimulation
-.07
- . 10*
.03
-.02
.04
.08
SDM  Extrinsic Regul. 
Identified 
Introjected 
External
-.03
- .21 *
.01
- . 1 1
-.04
. 1 1
Am otivation .20* -.02
Note: **p< ,Q \ ,* p<  .05
As illustrated in the above table, the private HBCU students' Intrinsic Motivation
to Know was found to be negatively associated with Academic Performance (r = ~ .2 \,p  <
.05) variable. The Accomplishment variable shared a negative and significant relationship
with Academic Performance (r = -.20, p  <.05) at the private institution, and shared a
negative and significant relationship with Academic Performance for the public HBCU (r
= -A 0 ,p  <.05) institution. Lepper and Henderlong (2000) contended that internal rewards
such as positive feedback are the focus o f intrinsic learners because they support rather
than undercut students’ intrinsic motivation.
The private HBCU (r = -.30, p  <.01) and the public HBCU (r = -.21,p <.05) 
showed a negative and significant relationship between Introjected Regulation and 
Academic Performance. This result finds support in Deci and Ryan's (1990) notion that 
students who are focused on internalizing external values for the sake of avoiding 
anxiety, guilt, or sanctions are more focused on achieving the separate outcome of 
receiving an award or avoiding sanctions, opposed to focusing on achievement because it 
may benefit their personal development and ultimately academic performance.
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The persistence plans for the private HBCU and public HBCU participants were 
observed. There were no statistical significant relationships discovered between the 
persistence plans variables and the self-determination variables. However, a weak 
positive relationship was shown between the Introjected Regulation and the Persistence 
Plans (r = .11) variables in the HBCU public sample. The HBCU private sample showed 
one positive and weak relationship, which existed between amotivation and persistence 
plans (r = .12). The differences in the correlations between students’ self-determined 
motivation, persistence intentions and actual persistence prompts a comparative review of 
the differences between the persistence attitudes and behaviors o f the HBCU private and 
the HBCU public respondents.
The final part o f question 1 refers to the difference between the private and the 
public HBCU students’ self-determined motivation, persistence attitudes, and persistence 
behaviors. Tables 32 through 34 present the AMS, IIS, and PBQ mean scores, standard 
deviations, the results o f the t-test, and significance levels to determine whether 
differences in the mean scores o f the HBCU private sample and the HBCU public sample 
were statistically significant. This data will enable a comparison and understanding of 
the magnitude of the differences using the p  < .05 to set the level o f significance.
Table 32
Q l :  Institution M ean Com parisons: AM S-Intrinsic & Extrinsic M otivation  
_ _ _ _ _  _  _ _  _ _ _ _ _  __ _ _  _ __
Private Public (2-tailed)
N= 100 N= 100
IM-KNOW 5.66 .955 IM-KNOW 6.00 .946 -2.596 .01**
IM-ACCOM 5.46 1.278 IM-ACCOM 5.61 1.076 -.900 .37
IM-STIM 4.80 1.187 IM-STIM 4.65 1.316 .798 .43
208
EM-1DENT 6.00 .856 EM-IDEN 6.22 .870 -1.802 .07
EM-INTRO 6.00 1.104 EM-INTRO 6.00 1.137 .003 1.00
EM-EXTER 6.17 .952 EM-EXTER 6.20 1.027 -.225 .82
AMOTIV 1.79 1.214 AMOTIV 1.89 1.153 -.571 .57
Note: **p < .01 ;p  <  .05. Items are coded as: IM-KNOW- Intrinsic motivation to know, IM -ACCOM- Intrinsic 
motivation to accomplish, EM-IDEN- Extrinsic motivation-identified Regulation, EM-INTRO- Extrinsic motivation 
Introjected regulation, EM-EXTER- Extrinsic motivation-Extemal Regulation.
Table 32 displays the mean scores for the AMS intrinsic motivation components 
of To Know, Toward Accomplishment, and To Experience Stimulation. It also displays 
the means for the extrinsic motivation components of Identified, Introjected, and External 
Regulation. The Amotivation form of self-determination motivation is displayed as well. 
The IM-KNOW variable displays the lowest p-value on the table. The mean score of the 
IM-KNOW variable for the private HBCU (M=  5.66, SD .955) is lower than the public 
HBCU (M =  6.00, SD  1.076). The significance (2-tailed) value o f the IM-Know variable 
is less than p  <.05 and indicates a significant difference for the two groups o f HBCU 
students.
The independent samples /-test conducted evaluated whether the private sample 
and the public sample's self-determined motivation forms of intrinsic and extrinsic 
motivation were statistically significant. Using an alpha level o ip  < .05, a significant 
difference in the IM-KNOW or the Intrinsic to Know mean scores for the private sample 
(M = 5.66, SD = .955) and the public sample (M =  6.00, SD = .946) was determined; t 
(2.60). These results indicate that the public sample's mean scores are higher than the 
private sample. They also suggest that the public sample’s desire to learn for the 
enjoyment and pleasure o f learning is higher than the level o f desire expressed by the 
private sample.
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T able 33
Q l:  Institution M ean Com parisons: IlS-Persistence A ttitudes
HBCU
Private
N =  100
M SD HBCU M  
Public
N =  100
SD t Sig.
(2-tailed)
PGIN 4.28 .371 PGIN 4.15 .604 1.910 .06
IWFA 4.10 .650 IW FA 4.20 .655 -1.145 .25
FCSD 4.11 .598 FCSD 4.18 .575 -.831 .41
A ID V 3.95 .621 A ID V  4.16 .556 -2.585 .0 1 **
IGCT 4.35 .565 IGCT 4.45 .498 -1.325 .19
Note'. **p <  .01; p  <  .05. Items were coded as: PGIN- Peer Group Interaction, FCSD- Faculty Concern for Student 
Development and Teaching, IWFA- Interaction with faculty, AIDV-Academic/Intellectual Development, IGCT- 
Institution & Goal Commitment.
Table 33 includes the mean scores for the IIS measure o f persistence attitudes as 
determined by the Peer Group Interactions, Interactions with Faculty, Faculty Concern 
for Student Development, Academic and Intellectual Development, and Institution and 
Goal Commitment variables. The mean scores of the private HBCU are lower than the 
public HBCU on all persistence attitudes items. Statistical significance was discovered 
with the AIDV (Academic and Intellectual Development) variable in which the private 
HBCU means score was 3.95 (SD = .621) and the public HBCU mean score was 4.16 
(SD = .556). The significance (2-tailed) value of the AIDV variable is less than p  <.05, to 
indicate that a significant difference exists between the two groups of HBCU students in 
this area.
The independent samples r-test evaluated whether the mean scores for the IIS 
persistence attitudes variables were statistically significant. Using an alpha level o fp  < 
.05, a statistical significant difference was discovered on the AIDV or the Academic and 
Intellectual Development mean scores in the comparison between the private sample (M
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= 3.95, SD = .621) and the public sample (M =  4.16, SD = .556); t (2.59). These results 
suggested that the public sample's mean scores represent higher levels o f satisfaction 
(compared to the private sample) with their academic experience and with the extent to 
which their institutions offer intellectually stimulating environments that foster growth 
and contribute to their interest in ideas.
Table 34 includes the PBQ mean scores, standard deviations, r-test results, and 
significance levels for the private sample and the public sample o f students. The mean 
scores were tested for statistical significant differences for variables representing 
students' persistence behaviors. The Academic Performance Plans variable represented 
participants' self-reported efforts to remain in good academic standing by attending 
courses regularly and by demonstrating effective performance levels in their courses. 
The Persistence Plans variable represented participants' intentions to persist to the next 
academic term at their respective institutions, according to their reports o f course 
registration and the acknowledgement of a payment plan for the following academic 
term. The data below assist with understanding whether a statistically significant 
difference exist between the private sample and the public sample's persistence behavior 
mean scores as signified by p  < .05.
Table 34
Q l:  Institution C om parisons: P B Q  P ersistence Behavior
HBCU
Private
N =  100
M SD HBCU
Public
A= 9 8
M SD t
(2-tailed)
Sig.
Acad Perf .03 1.114 Acad Perf -.29 .908 2.18 .03*
Persis Plans .49 1.243 Persis Plans -.02 .379 3.89 .00*
**p <  ,0 1 ;p  < .05
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The mean score for the private sample's self-reported Academic Performance 
levels (M = .03, SD  =1.114) is higher than the public sample's self-reported Academic 
Performance levels (M =  -29, SD = .908); t (2.18). The significance (2-tailed) value o f the 
persistence plans variable (p < .03) is less than p  <.05 and indicates a statistically 
significant difference in terms of the persistence plans for the two groups o f HBCU 
participants. The mean score for the private sample's self-reported Persistence Plans 
levels (M =  .49, SD  = 1.243) is higher than the public sample's reported (M =  -.02, SD = 
.379) plans to persist. The significance (2-tailed) value o f the persistence plans variable 
(p < .00) is less thanp  <.05 and indicates a statistically significant difference in terms of 
the persistence plans for the two groups of HBCU students.
The independent samples /-test determined whether the mean scores for the PBQ 
persistence behavior variables were statistically significant. Using an alpha level o fp <  
.05, a statistical significant difference was discovered on the Academic Performance (M = 
.03, SD  = .1.114) variable for the private sample and the public sample ( M -  -.29, SD = 
.908); t (2.18). These results showed that the mean scores for private sample represent 
higher levels o f academic performance (compared to the public sample) as demonstrated 
through the student's reports o f regular course attendance and effective classroom 
performance levels that contribute to good academic standing. A statistical significant 
difference was also discovered on the Persistence Plans variable for the private sample 
(M =  .49, SD -  1.243) and the public sample (M = -.02, SD = .379); t (.00). These results 
suggest that students in the private sample have higher intentions than those in the public 
sample to persist as shown through their efforts to register for courses for the following
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term and to acknowledge their plans to continue at their current institution with a 
payment plan in place for the following semester.
Research Question 2. Question 2 asked, Is there a relationship between Black 
second year students ’ self-determined motivation as measured by the Academic 
Motivation Scale and emotional intelligence as measured by the MSCEIT at the private 
and public HBCUs, respectively?
Tables 35, 36, and 37 display correlations of the relationships between the variables 
observed in the analyses. The MSCEIT Emotional Intelligence Total Score and El branch 
scores were correlated with the AMS self-determination and non-self-determination 
scores. The correlations for the total sample, the private sample, and the public sample 
were examined to determine the relationships between variables in the total and 
institution samples.
Table 35 presents the MSCEIT emotional intelligence and the AMS motivation 
correlations for the HBCU respondents and summarizes the associations between 
variables. A specific interest is on the El total score's association with AMS variables to 
provide insight concerning the degree to which HBCU participants' overall emotional 
intelligence skills are influenced by the various qualities o f their intrinsic and extrinsic 
motivation.
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T able 35
Q2: MSCEIT E l & AMS Motivation Scores: Total Sample
IM-KNOW
r
IM-ACCOM
r
IM-STIM
r
EM-IDEN
r
EM-INTRO
r
EM-EXTER AMOTIV
r r
EI-TOTL -.08 -.07 -.07 -.08 - . 1 1 -.05 .06
EI-PERC - . 1 0 - . 1 2 -.06 -.09 -.14 -.07 .07
EI-FACI -.05 - . 0 1 -.09 - . 0 2 -.08 - . 0 1 .0 1
EI-UNDER . 0 0 - . 0 2 - . 0 2 - . 0 2 - . 0 2 .04 . 0 2
EI-MANA -.04 - . 0 2 - .0 1 -.04 - . 0 2 .07 .03
Note: Items are coded as follows: IM-KNOW- Intrinsic motivation to know, IM-ACCOM- Intrinsic motivation to 
accomplish, EM -IDEN- Extrinsic motivation-identified Regulation, EM -INTRO- Extrinsic motivation Introjected 
regulation, EM-EXTER- Extrinsic motivation-Extemal Regulation. A lso coded were El Total = El-Total, El- PERC = 
Perceiving Emotions, EI-FACI = Facilitating Emotions, EI-UNDER = Understanding Emotions, EI-M ANA =  
Managing Emotions.
With a mean score o f 79.12 (SD = 10.56), the El Total score shows no 
relationship with Amotivation (r = .06). Other correlated items indicated were found to 
have no relationships between students' overall emotional intelligence skills (Total El) 
and Intrinsic Motivation to Know (r = -.08), to Accomplish (r = -.07), and to Experience 
Stimulation (r = -.07). In terms o f external motivation, HBCU students' El Total scores 
showed no correlations with the Identified Regulation (r = -.08), Introjection Regulation 
(r = -.11), and the External Regulation (r = -.05) variables. The remaining correlations in 
the table show no associations as seen between the MSCEIT branch scores and the AMS 
self-determined variables.
In examining the El branch scores, numerous correlations indicated no
relationships between the AMS and MSCEIT variables for the total sample of students.
The negative correlations displayed within the branch scores occurred between
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Perceiving Emotions and the Intrinsic Motivation to Know (r = -.10) and Perceiving 
Emotions and Intrinsic Motivation toward Accomplishment (r = -.12).
Table 36 presents the MSCEIT emotional intelligence and the AMS motivation 
scores for the HBCU private sample and discusses several correlations between variables. 
A specific focus is on the El total score's association with AMS variables to provide 
insight concerning the degree to which private HBCU participants' overall emotional 
intelligence skills are associated with the various qualities of their intrinsic and extrinsic 
motivation.
Table 36
Q2: M SCEIT E l  & A M S M otivation C orrelations: H B C U  P rivate
IM-KNOW
r
IM-ACCOM
r
IM-STIM
r
EM-IDEN
r
EM-INTRO
r
EM-EXTER
r
AMOTIV
r
EI-TOTL .02 .02 -.07 .05 -.03 -08 -.04
EI-PERC -.06 -.05 .00 .00 -.09 .00 -.03
EI-FACI -.06 -.08 -.10 .14 .00 .14 -.05
EI-UNDER .03 .06 -.01 .02 .10 .17 -.08
EI-MANA -.02 .04 -.01 -.04 -.01 -.02 -.13
Note: Items are coded as follows: IM-KNOW- Intrinsic motivation to know, IM-ACCOM- Intrinsic motivation to 
accomplish, EM-IDEN- Extrinsic motivation-identified Regulation, EM-INTRO- Extrinsic motivation Introjected 
regulation, EM-EXTER- Extrinsic motivation-Extemal Regulation. A lso coded were El Total =  El-Total, El- PERC = 
Perceiving Emotions, EI-FACI = Facilitating Emotions, EI-UNDER = Understanding Emotions, EI-M ANA =  
Managing Emotions.
The Emotional Intelligence Total score showed no association with students' 
Intrinsic Motivation to Know {r = .02) and Intrinsic Motivation to Accomplish (r -  .02). 
The emotional intelligence total score and the external motivation forms were also
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observed. There was no relationship between Identified Regulation and the Total 
Emotional Intelligence score (r = .05). There were also correlations indicating no 
relationships existing between the extrinsic motivation variables and the El branch 
scores. The El-Understanding and the External Motivation (r = .17) variables showed no 
relationship and the Facilitating Emotions and External Identified (r = .14) variables were 
also found not to be associated.
Table 37 presents the MSCEIT emotional intelligence and the AMS motivation 
correlations for the HBCU public sample and discusses the correlations between 
variables. A specific focus is on the El total score's association with AMS variables to 
provide insight concerning the degree to which public HBCU participants' overall 
emotional intelligence skills are associated with the various qualities o f their intrinsic and 
extrinsic motivation.
Table 37
Q2: MSCEIT E l & AMS Motivation Correlations: HBCU Public
IM-KNOW
r
IM-ACCOM
r
IM-STIM
r
EM-IDEN
r
EM-INTRO
r
EM-EXTER AMOTIV 
r r
EI-TOTL -.11 -.17 -.08 -.18 -.18 -16 .17
EI-PERC -.13 -.19 .00 -.17 -.18 -.12 -.11
EI-FACI -.13 -.10 -.09 -.13 -14 -.13 -.07
EI-UNDE .01 -.11 .03 -.07 -.16 -.10 .15
EI-MANA -.04 -.07 -.01 -.16 -.03 -.12 .20*
Note: * p < .05. Items are coded as follows: IM-KNOW- Intrinsic motivation to know, IM-ACCOM- Intrinsic 
motivation to accomplish, EM-IDEN- Extrinsic motivation-identified Regulation, EM -INTRO- Extrinsic motivation 
Introjected regulation, EM-EXTER- Extrinsic motivation-Extemal Regulation. A lso c o d e d  w ere  E l T ota l =  E l-  
T otal, PERC =  Perceiving Emotions, FACI = Facilitating Emotions, UNDER =  Understanding Emotions, M ANA =  
Managing Emotions.
A significant positive relationship existed between Amotivation and Manage 
Emotions (r = .20, p  < .05). Many of the remaining correlations between the El Total
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score and the intrinsic and extrinsic variables moved in a negative direction and were not 
statistically significant. For example, the El- Total score had negative associations with 
the intrinsic forms of motivation such as the IM-to Know (r = -.11), IM-Toward 
Accomplishment (r = -.17), and IM-to Experience Stimulation (r  = -.08). The Total El 
score also shared negative relationships with extrinsic forms of motivation namely, the 
EM-Identified (r = -.18), EM-Introjected (r  = -.18), and EM-Extemal (r = -.16).
The El Total score showed no relationship with the AMS Identified Regulation (r 
= -.18) variable. Further, the El Total score was found to have diminutive associations 
with the Introjected (r = -.18) and the External Regulation (r = -.16) variables. There was 
no significant relationship observed between those variables or with the El Total score 
and Amotivation (r = .17).
Among branch scores were correlations showing no relationships between the El 
and motivation variables. There were no relationships discovered between EI- 
Understanding and IM-To Know (r = .01) and El-Perceiving and IM-Stimulation (r = 
.00). In addition, no relationship was found between El-Understanding and IM- 
Stimulation (r  -  .03). The Amotivation and El-Managing variables shared the only 
significant relationship (r = .20, p  = .01) in the overall El and Motivation discussion.
This association reflects the low amotivation scores, which signified that the respondents 
are driven individuals who rely on their sense o f determination to assist with managing 
moods as they feel and strive on campus. The low amotivation scores also reflected the 
private and total HBCU samples, however, a significant relationship between amotivation 
and the self-determination variables was not found.
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Research Question 3. Question 3 asked, Is there a relationship between Black 
second year students ’ level o f  emotional intelligence as measured by the MSCEIT, 
persistence attitudes as measured by the Institutional Integration Scale, and their 
persistence behavior as measured by their continued enrollment at the private and public 
HBCUs, respectively? The responses to the first part of the question reflect the 
relationship between Black second year HBCU students' emotional intelligence and their 
persistence attitudes. In this section, participants' El total and the branch scores are 
observed to gain insight into students' emotional intelligence and its influence on their 
persistence attitudes. The El total and El branch scores were correlated with the IIS 
factors of Peer Group Interaction, Interaction with Faculty, Faculty Concern for Student 
Development and Teaching, Academic and Intellectual Development, and Institution and 
Goal Commitment. Table 38 displays correlations for the total sample to explain the 
relationship between HBCU students’ emotional intelligence and their perceptions o f the 
academic and social forces that influence their persistence attitudes.
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Table 38
Q3: MSCEIT & IIS: HBCU Total Sample-EI and Persistence Attitudes
EI-TOTAL
r
El- PERC 
r
El- FACI 
r
EI-UNDER
r
EI-MANA
r
PGIN .03 .00 .02 .04 .07
IWFA .12 .01 .16* .16* .14*
FCSD .04 -.07 .05 .12 .07
AIDV -.04 -.06 -.04 -.04 .00
IGCT -.03 -.04 .04 -.06 -.03
Note: * p <  .05. IIS items are coded as follows: PGIN- Peer Group Interaction, IWFA-Interaction with 
faculty, FCSD-Faculty Concern with Student Development and Teaching, AIDV-Academic and
Intellectual Development, IGCT- Institutional and Goal Commitment. El Items are coded as, El Total = 
El-Total, PERC = Perceiving Emotions, FACI = Facilitating Emotions, UNDER = Understanding 
Emotions, MANA = Managing Emotions
The El Total score was correlated with the IIS variables and was found to have no 
association with Peer Group Interaction (r = .03) or Interaction with Faculty (r = .12) 
variables. Significant positive relationships were discovered in the analyses for three 
branches o f emotional intelligence and the Interaction with Faculty variable. For 
example, the El facilitating emotions branch was associated with the Interaction with 
Faculty (r = .16,/? < .05) variable and the El Understanding branch was related to the 
Interaction with Faculty (r = .16, p  < .05) variable. The El management branch also 
shared a positive and significant relationship with the Interaction with Faculty ( r -  .14, p  
< .05) variable. The relationships between these variables are sensible considering that 
the regulation and use o f information from emotions are skills that serve to motivate, 
sustain, and direct the thinking and activities o f students as they work with professors 
who demonstrate interest in their academic engagement and persistence (Salovey &
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Mayer, 1990, Pascarella & Terenzini, 1980). Understanding that managing emotions is 
important for students who seek to guide the impressions by presenting themselves as 
determined learners who seek to persist (Goffman, 1959) leads to an analysis o f the 
MSCEIT and IIS variables based on institution type.
Table 39 provides data to assist with understanding the relationships between 
private HBCU students' emotional intelligence levels and their persistence attitudes. The 
correlations displayed provide insight into the extent to which the participants' emotional 
intelligence levels are related to variables representing their persistence attitudes.
Table 39
Q3: MSCEIT & IIS: HBCU Private Sample-EI and Persistence Attitudes
EI-TOTAL
r
EI-PERC
r
EI-FACIL
r
EI-UNDER
r
El- MANA 
r
PGIN .06 .01 .07 .11 .08
IWFA .18 ,02 .19 .26** .25*
FCSD .06 -.07 .11 .19 .02
AIDV .06 .02 .05 .05 .03
IGCT .01 -.09 .09 .01 .00
Note: * * p <  .01 , *  p <  .05. IIS items are coded as follows: PGIN- Peer Group Interaction, IWFA-Interaction with 
faculty, FCSD-Faculty Concern with Student Developm ent and Teaching, AIDV-Academ ic and Intellectual 
Development, IGCT- Institutional and Goal Commitment. El Items are coded as, El Total = El-Total, PERC = 
Perceiving Emotions, FACI =  Facilitating Emotions, UNDER = Understanding Emotions, M ANA = Managing 
Emotions
There were no relationships observed between the El Total score and the 
persistence attitude variables measured by the IIS. For example, the El-Total variable 
was not associated with Interaction with Faculty (r = .18). Nonetheless, positive and
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significant relationships were discovered among El branch scores. The El Understanding 
variable showed a relationship with Interaction with Faculty (r = .26, p  < .01). There was 
also a positive and significant association between the El-Managing and Interaction with 
Faculty (r = .25, p  < .05) variables. Much like the total sample, the El-Understanding 
and El-Managing variables share significant relationships with Interaction with Faculty. 
However, the total sample differs from the private in terms o f the inclusion of the 
significant relationship between El-Facilitating and Interaction with Faculty.
The correlation data reflecting the public HBCU students' emotional intelligence 
and persistence attitudes are displayed in Table 40. The below data provide insight into 
the extent to which the participants' emotional intelligence levels are related to the 
variables representing their persistence attitudes.
Table 40
Q3: MSCEIT & IIS: HBCU Public Sample-EI and Persistence Attitudes
EI-TOTAL
r
EI-PERC
r
El- FACI 
r
EI-UNDER
r
El- MANA 
r
PGIN .00 -.02 -.02 -.02 .05
IWFA .08 .00 .15 .07 .04
FCSD .02 -.05 .01 .05 .12
AIDV -.11 -.12 -.11 -.12 -.01
IGCT -.04 .02 -.01 -.13 -.06
Note: * p < .05. IIS items are coded as follows: PGIN- Peer Group Interaction, IWFA-Interaction with 
faculty, FCSD-Faculty Concern with Student Development and Teaching, AIDV-Academic and 
Intellectual Development, IGCT- Institutional and Goal Commitment.. El Items are coded as, El Total = 
El-Total, PERC = Perceiving Emotions, FACI = Facilitating Emotions, UNDER = Understanding 
Emotions, MANA = Managing Emotions.
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As illustrated in Table 40, the El Total score shows no significant association with 
the IIS variables for the public sample o f respondents. These results are different from 
the private sample, which noted significant relationships existing between EI- 
Understanding (understanding emotions) and Interactions with Faculty and EI-Manage 
(managing emotions) and Interactions with Faculty. For the public sample, no 
relationships were observed between the El-Perceiving and Interacting with Faculty (r = 
.00) and El-Facilitating and Interaction with Faculty (r = .15). Further, there were no 
associations between the El-Understanding and Interaction with Faculty (r = .07) and 
Faculty Concern for Student Development (r = .05). In addition, the EI-Manage branch 
shared no relationship with Faculty Concern for Student Development (r = . 12). These 
analyses allowed for an understanding of the relationships between the public HBCU 
students' emotional intelligence and their persistence attitudes and sets up a discussion 
regarding factors that influence students' persistence behaviors. The next section 
responds to the second part of research question 3, which observes participants' levels of 
emotional intelligence and persistence behavior through an examination o f their academic 
performance and plans to enroll for the subsequent semester o f the academic year. Table 
41 displays the HBCU total sample data reflecting the relationships existing between the 
MSCEIT and the PBQ variables
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Table 41
Q3: MSCEIT & PBQ: HBCU Total Sample-EI and Persistence Behaviors
MSCEIT Emotional Intelligence
EI-TOTAL EI-PERC El- FACI EI=UNDER EI= MANA
r r r r r
PBQ
Persistence
Behaviors
Academic
Performance -.06 .04 -.07 -.11 -.06
Persistence
Plans .18* .23* .11 .15* -.01
Note: * p < .05. El Items are coded as El Total = El-Total, PERC = Perceiving Emotions, FACI = 
Facilitating Emotions, UNDER = Understanding Emotions, MANA = Managing Emotions.
The El Total variable shares a significant and positive relationship with 
Persistence Plans (r = . 18, p  < .05), and the association between El-perceiving and 
Persistence Plans (r = .23, p  < .05) was positive and significant. A positive and 
significant relationship also existed between El-Understanding and Persistence Plans (r = 
.15, p  < .05) and no relationship existed between the El-Facilitating and Persistence Plans 
(r = .11) variables. An assessment of the El Total and Persistence Plans variable leads to 
the understanding that emotional intelligence positively influence students' persistence 
plans and signifies that the use of emotional skills assist with handling demotivating 
experiences that become obstacles to progression. The relationships between EI- 
Perceiving and Persistence Planning and El-Understanding and Persistence Planning 
indicate that students' ability to identify their own and others' emotions and their capacity 
to analyze and label others' moods (Mayer et al., 2004) positively influence their
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decisions to persist at their HBCUs. The relationships between the variables on the total 
sample correlations show patterns different from the private sample. Table 42 displays 
the correlations between the MSCEIT and PBQ items for the private HBCU sample. 
Table 42
Q3: MSCEIT & PBQ: Private HBCU Sample-EI and Persistence Behaviors
MSCEIT Emotional Inteliieence
EI-TOTAL
r
EI-PERC
r
El- FACI 
r
EI=UNDER
r
EI= MANA 
r
PBQ
Persistence
Behaviors
Academic
Performance -.09 .13 -.12 -.19 -.11
Persistence
Plans .22* .29** .15 .18 -.03
Note: * p < .05. El Items are coded as El Total = El-Total, PERC = Perceiving Emotions, FACI = Facilitating 
Emotions, UNDER =  Understanding Emotions, M ANA = Managing Emotions
The correlations on Table 42 show significant relationships existing mostly in the
area o f Persistence Plans. The El-Total variable shares a significant and positive
relationship with Persistence Plans (r = .22*, p  < .05) to demonstrate the extent to which
private students' abilities to identify, reason with, appraise, and manage their emotions
influence their plans to persist at their HBCUs. The relationship between El-Perceiving
and Persistence Plans (r = .29**,p <  .01) was also positive and significant. The lack o f
connection between El-Facilitating and Persistence Plans (r = .15) indicates no
relationship between students' ability to use their emotions to direct thinking and their
persistence behaviors. Moreover, the lack o f association between El-Understanding and
Persistence Plans (r = .18) demonstrates no relationship between students' capacities to
observe, comprehend, and understand the emotional information (Mayer & Salovey,
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1997) and their plans to persist at their current institutions. The correlations for the 
HBCU private student sample showed two significant positive relationships unlike the 
public HBCU sample as displayed in Table 43, which includes correlation data that 
reflect the public HBCU students' emotional intelligence and persistence attitudes 
highlights the extent to which the participants' emotional intelligence levels are related to 
the variables representing their persistence attitudes.
Table 43
Q3: MSCEIT & PBQ: Public HBCU Sample-EI and Persistence Behaviors
MSCEIT Emotional Intelligence
EI-TOTAL
r
EI-PERC
r
E l- FACI EI=UNDER
r r
EI= MANA
r
PBQ
Persistence
Behaviors
Academic
Performance -.05 .08 -.04 -.19 -.02
Persistence
Plans .08 .14 .02 .18 .05
Note: * p  < .05. El Items are coded as El Total = El-Total, PERC = Perceiving Emotions, FACI = 
Facilitating Emotions, UNDER = Understanding Emotions, MANA = Managing Emotions
Most o f the correlations in Table 43 indicated no relationships between the
MSCEIT El items and the PBQ persistence variables. For instance, the El-perceiving
variable showed no relationship with Academic Performance (r = .08) or with Persistence
Plans (r = .14) for the public sample. Moreover, the EI-Management and Persistence
Plans (r -  .05) variables shared no relationship. Remaining correlations in the table
reflect negative relationships between the El branches and motivation variables. These
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results are different from the private sample, which showed some significant associations 
between the El-Total and Persistence Plans and with El branch scores and Persistence 
Plans.
Research Question 4. Question 4 asks, to what extent does emotional intelligence 
as measured by the MSCEIT mediate the relationship between the type o f self- 
determined motivation (e.g., intrinsic or extrinsic), and Black second year students’ 
persistence attitudes as measured by the Institutional Integration Scale or persistence 
behavior as measured by the their continued enrollment at the private and public HBCU, 
respectively? This question requires an analysis to determine the degree to which 
individuals' self-determination or non-self-determination influences the outcomes of 
persistence attitudes or persistence behaviors through the mediating role o f emotional 
intelligence. The presumption of El's mediating role is that it governs the relationships 
existing between types and forms of self-determination and persistence attitudes as well 
as between the types and forms of self-determination and persistence behaviors of Black 
second year HBCU students. To establish if El is the mechanism by which the students' 
self-determination influences or whether it accounts for the effect between their self- 
determination and persistence attitudes or persistence behaviors, simple and multiple 
linear regressions were employed to produce data for mediation analyses.
Prior to analysis, an assessment o f whether the assumptions o f normality occurred 
to determine if linearity and homoscedacity were met. Also considered was if normal 
distribution o f residuals occurred. Linearity was assessed through the observation of 
plotted data. The results of the P-Plot revealed that data were distributed normally along 
the regression line. Homoscedacity was confirmed through an examination of the
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patterns on a residuals plot in which the residuals o f predictive values showed the same 
variations and remained constant across the line o f best fit (Berry & Feldman, 1985; 
Williams, Go'mez Grajales, & Kurkiewicz, 2013). Because an assumption of a 
regression analysis is normal distribution, it was important to ensure that an inspection of 
the data occurred to meet this condition. A review o f a histogram of residuals allowed 
for an observation o f normality o f errors and an opportunity to check for skewness and 
kurtosis as these occurrences can distort relationships and significance tests produced in 
the analyses (Osborn & Waters, 2002). A visual inspection o f data confirmed that all 
assumptions were met for the regression analyses in this study. Multicollinearity was 
tested to determine if two or more predictors in this study showed high levels of 
correlations and to ensure that variables did not overlap so that unique least squares 
solutions from the regression analyses could be computed (Williams et al., 2013). The 
Variance Inflation Factors (VIFs) were observed to determine the absence of 
multicollinearity. Researchers have stated that VIF values that exceed 10 is considered as 
indicating multicollinearity and in weaker models, values higher than 2.5 could cause 
concern (Research Consultation.com, 2007; Stevens, 2009). The measure of 
multicollinearity or the Variance Inflation Factor (VIF) values for observed variables in 
this study were less than 1.7 and did not signal multicollinearity or cause concern for 
redundancy, which could affect the significance levels o f the relationships examined 
between constructs.
A measure o f the continuous, independent, and dichotomous variables in this 
study allowed for the testing of mediation using regression analysis, which involved the 
mediation method prescribed by Baron and Kenny (1986). The process o f determining
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mediation requires that paths c and a be significant. The below steps were considered 
when determining the extent to which Emotional Intelligence Total score mediated the 
relationship between types o f self-determined motivation and persistence attitude and 
self-determined motivation and persistence behaviors:
Step 1: Show that the causal variable is correlated with the outcome. The 
criterion variable Y  was used in a regression equation and X  as a predictor 
(estimate and test path c). This step establishes that there is an effect that may be 
mediated.
Step 2: Show that the causal variable is correlated with the mediator. The 
mediator or M  was used as the criterion variable in the regression equation andX  
as the predictor (estimate and test path a). This step essentially involves treating 
the mediator as if  it were an outcome variable.
Step 3: Show that the mediator affects the outcome variable. The criterion 
variable or Y was used in a regression equation and X  and M  as predictors 
(estimate and test path b). It is not sufficient just to correlate the mediator with 
the outcome because the mediator and the outcome may be correlated because 
they are both caused by the causal variable X  (the independent variable). Thus, 
the causal variable must be controlled in establishing the effect o f the mediator on 
the outcome.
Step 4: To establish the M completely mediates the X -Y  relationship, the effect of 
X o n Y  controlling for M (path c') should be zero (see discussion below on 
significance testing). Figure 7 illustrates a path diagram for the mediation.
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Figure 7. A Three Variable Path Model Used for a Study on Black HBCU 
Students' Motivation, Emotional Intelligence, Persistence Attitudes and 
Persistence Behaviors
Figure 7. A Simple Three-Variable Path Model Adapted from 
"Quantifying and Testing Indirect Effects in Simple Mediation Models 
When the Constituent Paths are Nonlinear" by A.F. Hayes & Preacher,
K.J. (2014). Multivariate Behavioral Research, 45, 627-660. Copyright 
2014 by Taylor & Francis Group. LLC.
The Three Variable diagram above illustrates the paths taken to determine 
the extent to which emotional intelligence mediated the relationship between self- 
determined motivation and persistence attitudes and self-determined motivation 
and persistence behaviors. The model includes the unmediated path c (total 
effect)~in which an arrow moves to Y, which is used as the criterion variable, 
from X — the predictor (See equation- Step 1). On the left side o f Figure 7 is an 
arrow moving from the causal variable X  to the mediator M to  show an estimate 
of path a (indirect effect) (See equation-Step 2). On the right, is an arrow moving 
from M, the mediating variable, to Y, the criterion variable, to show that the 
mediator affects the outcome variable. As stated in Step 3, the Y  will be 
controlled to establish the effect o f the mediator on the outcome variable. The c' 
represents the effect of X  on Y controlling for M, thus establishing that the 
mediator completely mediates the X -Y  relationship.
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The following regression equation for mediation is linked to the model in Figure 7 
and combines the predictor (IM-KNOW) and the mediator (EI_TOTAL) as predictors of 
the dependent (FCSD):
Model Formula 
Step 1:
Y= boi + cX + ei 
Step 2:
M — bo2 + sX  + e2 
Step 3:
Y= bo3 + b M+ c'X + e3
Using a specific example where Y=  FCSD, X ~  IM-KNOW, and M =  EI Total, the 
equations would be:
Step 1:
FCSD = boi + c {IM-KNOW) + ei 
Step 2:
EITotal = bo2 + a (IM-KNOW)+ e2 
Step 3:
FCSD = bos + b(EI_Total) + c '(IM-KNOW) + e3
The formula involves the criterion, predictive and mediating variables with Y
equaling the effects o f the self-determined or non-self-determined motivation forms or
SDM on the Emotional Intelligence Total score mediating and persistence variables. The
c is the coefficient that estimates the association between the independent variable (X)
and the dependent variables. The M  stands for the mediating variable, and as stated
previously, c ' is the coefficient that symbolizes the association between the independent
and the dependent variable, while controlling for the mediator (M) (Baron & Kenny,
1986; MacKinnon, 2000). The b coefficient in the equation represents the association
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between the mediator and the dependent variable, which is controlled for the independent 
variable (MacKinnon, 2000). The a coefficient symbolizes the estimate of the 
association between the independent variable and the mediating variable, and e is an 
estimate of residuals or errors. The c ^ c '  + ab formula symbolizes the paths for 
obtaining a measure o f the extent o f the indirect effects of the mediating variable and 
produces an estimate o f the reduced effect of the causal variable on the outcome (Kenny, 
2014).
The process o f determining mediation requires that paths c and a be significant.
In the cases in which both paths were significant, the indirect effect o f the predictive 
variable on the criterion through the mediating variable was analyzed using Sobel’s test 
(Baron & Kenny, 1986).
Prior to determining the mediating effect of the EI Total score on persistence 
attitudes and persistence behavior, linear regressions were run to gain an understanding 
of the proportion of variability o f the study participants’ response data around the mean 
as represented in each HBCU sample. This procedure also provided insight pertaining to 
which variables correlated and were qualified to be used in the mediation analysis. 
Preacher and Kelley (2011) maintained that using a proportional metric along with beta 
weights is a valuable method for considering effect sizes and for defining the extent to 
which an additional explanatory variable mediates the relationship between an outcome 
and predictive variable. The usefulness o f this method uses indices to equate the effect 
size with the proportion o f the total variance in a variable shared with one or more 
variables.
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Regression and mediation analyses. This section is organized around tables 
displaying the results o f regression coefficients. Observed below are intrinsic motivation, 
extrinsic motivation, and amotivation independent variables, which were predicted on 
persistence attitudes and persistence behaviors. The regression results models represent 
paths c, a, b, and c \  To determine mediation, the variables measured in paths c and a 
must be significantly related. The results include regressions representing each path and 
assist with determining whether conditions were met for mediation analysis. To 
determine a full or partial mediation, the independent variable (.X) should no longer be 
related to the dependent variable and should no longer retain its status o f statistical 
significance in the regression model. In fact, the mediating effect of the EI variable will 
be known if the inclusion of the mediating variable changes the level o f significance in 
the models or if  the significant condition will be due to the effect of the mediating 
variable (Preacher & Hayes, 2004). The below coefficients provide an understanding of 
which variables were considered for mediation analysis based on significance levels. 
Tables 44-46 present total sample estimates of paths c, a, and b and provide measures of 
the proportion o f variance of self-determination attributed to persistence attitudes. The 
significance levels of the El-Total score mediating variable are also included to show its 
influence in the relationship between the outcome and explanatory variables. Subsequent 
tables follow a similar format. The estimate o f Path c represents Step 1 in which Y  is 
regressed on X. Path a represents Step 2 in which M  is regressed on X. The estimate of 
Path b as represented in Step 3 includes the regression of Y on X  and M. Within Step 3 is 
an additional procedure, which estimates c-prime when observing the effect o f X  on Y 
while controlling for M.
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Table 44
Regression Results-Model 1: SDM-Intrinsic Motivation to Know Predicting Persistence Attitudes-Total
Sample
A M S
Predictor:
IM-KNOW Sig. F R R2
Adjusted
R2 SE
Path PGIN 
c .82 .052 .02 .00 -.01 .506
a .25 1.308 .08 .01 .00 10.549
b .79 .124 .04 .00 -.01 .507
Mediator
El-Total .66 .124 .04 .00 -.01 .507
IWFA
c .07 3.242 .13 .02 .01 .649
a .25 1.308 .08 .01 .00 10.549
b .05* 3.476 .19 .03 .02 .645
Mediator
El-Total .06 3.476 .19 .03 .02 .645
FCSD
c .00** 24.305 .33 .11 .11 .555
a .25 1.308 .08 .01 .00 10.549
b .00** 12.589 .34 .11 .10 .555
Mediator
El-Total .35 12.589 .34 .11 .10 .555
AIDV
c .00** 10.815 .23 .05 .05 .584
a .25 1.308 .08 .01 .00 10.549
b .00** 5.430 .23 .05 .04 .585
Mediator
El-Total .76 5.430 .23 .05 .04 .585
IGCT
c .03* 5.086 .16 .03 .02 .528
a .25 1.308 .08 .01 .00 10.549
b .03* 2.545 .16 .03 .02 .529
Mediator
El-Total .86 2.545 .16 .03 .02 .529
Note-. **p < .01,*/? < .05. IIS Criterion Variables: PGIN- Peer Group Interaction, IWFA- Interaction with Faculty, FCSD-Faculty 
Concern with Student Development and Teaching, AIDV-Academic and Intellectual Development, IGCT- Institutional and Goal 
Commitment. Predictor: IM-KNOW- Intrinsic Motivation to Know.
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Table 45
Regression Results-Model 2: SDM Intrinsic Motivation toward Accomplishment Predicting Persistence
Attitudes-Total Sample
AMS
Predictor:
IM-ACCOM Sig. F R R2
Adjusted
R2 SE
Path PGIN 
c .82 .052 .02 .00 -.01 .506
a .31 1.040 .07 .01 .000 10.556
b .75 .143 .04 .00 -.01 .507
Mediator
El-Total .66 .143 .04 .00 -.01 .507
IWFA
c .01** 6.611 .18 .03 .03 .644
a .31 1.040 .07 .01 .000 10.556
b .01** 5.293 .23 .05 .04 .639
Mediator
El-Total .05 5.293 .23 .05 .04 .639
FCSD
c .00** 10.171 .22 .05 .04 .573
a .31 1.040 .07 .01 .000 10.556
b .00** 5.358 .23 .05 .042 .574
Mediator
El-Total .45 5.358 .23 .05 .042 .574
AIDV
c .00** 8.544 .20 .04 .04 .587
a .31 1.040 .07 .01 .00 10.556
b .00** 4.318 .21 .04 .03 .588
Mediator
El-Total .72 4.318 .21 .04 .03 .588
IGCT
c .00** 15.045 .27 .07 .07 .515
a .31 1.040 .07 .01 .000 10.556
b .00** 7.488 .27 .07 .06 .517
Mediator
El-Total .93 7.488 .27 .07 .06 .517
Note: **p <  .01,*/? < .05. IIS C riterion Variables: PG IN - Peer G roup Interaction, IW FA- Interaction w ith Faculty,
FC SD -Faculty  C oncern w ith Student D evelopm ent and T eaching, A ID V -A cadem ic and Intellectual D evelopm ent,
IGCT- Institutional and G oal Com m itm ent. Predictor: IM -A C C O M - Intrinsic M otivation T ow ard Accom plishm ent.
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Table 46
Regression Results -Model 3: SDM Intrinsic Motivation to Experience Stimulation Predicting Persistence
Attitudes-Total Sample
AMS
Predictor:
IM-STIM Sig. F R R7
Adjusted
R2 SE
Path
PGIN
c .76 .092 .02 .00 -.01 .506
a .33 .940 .07 .01 .000 10.559
b .78 .127 .04 .00 -.009 .507
Mediator
El-Total .68 A l l .04 .00 -.009 .507
IWFA
c .00** 10.547 .23 .05 .005 .638
a .33 .940 .07 .01 .000 10.559
b .08 3.059 .12 .02 .01 .650
Mediator
El-Total .04 3.059 .12 .02 .01 .650
FCSD
c .00** 20.467 .31 .09 .09 .560
a .33 .940 .07 .01 .000 10.559
b .00** 10.577 .31 .10 .09 .560
Mediator
El-Total .40 10.577 .31 .10 .09 .560
AIDV
c .01** 7.779 .20 .04 .03 .588
a .33 .940 .07 .01 .000 10.559
b .01** 3.944 .20 .04 .03 .589
Mediator
El-Total .71 3.944 .20 .04 .03 .589
IGCT
c .00** 12.911 .25 .06 .06 .518
a .33 .940 .07 .01 .000 10.559
b .00** 6.430 .25 .06 .05 .519
Mediator
El-Total .91 6.430 .25 .06 .05 .519
Note: ** *p < .01, *p < .05. IIS Criterion Variables: PGIN- Peer Group Interaction, IWFA- Interaction with Faculty, FCSD-Faculty
Concern with Student Development and Teaching, AIDV-Academic and Intellectual Development, IGCT- Institutional and Goal
Commitment. Predictor: IM-ST1M- Intrinsic Motivation to Experience Stimulation.
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IM-KNOW (Table 44). Table 44 presents the results of the mediation analysis 
using Intrinsic Motivation to Know as the predictor, El-Total as the mediator, and Peer 
Group Interactions, Interactions with Faculty, Faculty Concern for Student Development 
and Teaching, Academic and Intellectual Development, and Institution and Goal 
Commitment as the dependent variables. The Step 1-path c analyses indicated that the 
Intrinsic Motivation to Know was a significant predictor for Faculty Concern for Student 
Development and Teaching, Academic and Intellectual Development, and Institution and 
Goal Commitment. The results show that the proportion o f variance accounted for by 
Intrinsic Motivation in Faculty Concern for Student Development was 11%, Academic 
and Intellectual Development was 5%, and Institution and Goal Commitment was 2%. 
These are significant, but low proportions o f explainable variance. The Step 2-path a 
analysis indicated that Intrinsic Motivation to Know and El-Total are not significantly 
correlated. This finding means that none of the significant relations found in the steps are 
mediated by the Emotional Intelligence Total score.
IM-ACCOM (Table 45). Table 45 presents the results o f the mediation analysis 
using Intrinsic Motivation toward Accomplishment as the predictor, El-Total as the 
mediator, and Peer Group Interactions, Interactions with Faculty, Faculty Concern for 
Student Development and Teaching, Academic and Intellectual Development, and 
Institution and Goal Commitment as the dependent variables. The Step 1-path c analyses 
indicated that the Intrinsic Motivation toward Accomplishment was a significant 
predictor for Interactions with Faculty, Faculty Concern for Student Development and 
Teaching, Academic and Intellectual Development, and Institution and Goal 
Commitment. The results show that the proportion of variance accounted for by Intrinsic
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Motivation toward Accomplishment in Interactions with Faculty was 3%, Faculty 
Concern for Student Development was 4%, Academic and Intellectual Development was 
4%, and Institution and Goal Commitment was 7%. These are significant, but low 
proportions of explainable variance. The Step 2-path a analysis indicated that Intrinsic 
Motivation to Know and El-Total are not significantly correlated. This finding means 
that none of the significant relations found in the steps are mediated by El-Total.
IM-STIM (Table 46). Table 46 presents the results o f the mediation analysis using 
Intrinsic Motivation to Experience Stimulation as the predictor, El-Total as the mediator, 
and Peer Group Interactions, Interactions with Faculty, Faculty Concern for Student 
Development and Teaching, Academic and Intellectual Development, and Institution and 
Goal Commitment as the dependent variables. The Step 1-path c analyses indicated that 
the Intrinsic Motivation to Experience Stimulation was a significant predictor for Faculty 
Concern for Student Development and Teaching, Academic and Intellectual 
Development, and Institution and Goal Commitment. The results show that the 
proportion o f variance accounted for by Intrinsic Motivation to Experience Stimulation in 
Faculty Concern for Student Development was 9%, Academic and Intellectual 
Development was 3%, and Institution and Goal Commitment was 6%. These are 
significant, but low proportions of explainable variance. The Step 2-path a analysis 
indicated that Intrinsic Motivation to Experience Stimulation and El-Total are not 
significantly correlated. This finding means that none of the significant relations found in 
the steps are mediated by the Emotional Intelligence Total Score.
Tables 47-49 display the regression results for the AMS Self-determined 
motivation Extrinsic Motivation forms and the IIS Persistence Attitudes variables. The
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significance levels for the Paths c and a will determine if a mediation analysis is required. 
Table 50 displays prediction estimates of the AMS Self-determination Amotivation 
variable on the IIS persistence attitudes criterion variables for the total sample.
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Table 47
Regression Results- Model 4: SDM Extrinsic Motivation Identified Predicting Persistence Attitudes-Total
Sample
AMS
Predictor:
EM-IDEN Sig. F R R2
Adjusted
R2 SE
Path
PGIN
c .38 .786 .06 .00 -.001 .505
a .28 1.171 .08 .01 .00 10.553
b .36 .513 .07 .01 -.005 .506
Mediator
El-Total .62 .513 .07 .01 -.005 .506
IWFA
c .74 .112 .02 .00 -.004 .654
a .28 1.171 .08 .00 .00 10.553
b .64 1.635 .13 .02 .01 .651
Mediator
El-Total .08 1.635 .13 .02 .01 .651
FCSD
c .00** 17.534 .29 .08 .08 .563
a .28 1.171 .08 .01 .00 10.553
b .00** 9.119 .29 .09 .08 .564
Mediator
El-Total .39 9.119 .29 .09 .08 .564
AIDV
c .00** 11.726 .24 .06 .05 .583
a .28 1.171 .08 .00 .00 10.553
b ,00** 5.885 .24 .06 .05 .584
Mediator
El-Total .76 5.885 .24 .06 .05 .584
IGCT
c .00** 9.317 .21 .05 .04 .522
a .28 1.171 .08 .00 .00 10.553
b .00** 4.643 .21 .05 .04 .544
Mediator
El-Total = .90 4.643 .21 .05 .04 .544
Note\ **p <  .01,*/? < .05. IIS C riterion Variables: PG IN - Peer G roup Interaction, IW FA- Interaction w ith Faculty,
FC SD -Faculty  C oncern w ith Student D evelopm ent and Teaching, A1DV-Academic and Intellectual Developm ent,
IGCT- Institutional and G oal Com m itm ent. Predictor: EM -ID EN - Extrinsic M otivation Identified.
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Table 48
Regression Results-Model 5: SDMExtrinsic Motivation-Introjected Predicting Persistence Attitudes-Total
Sample
AMS
Predictor:
EM-INTRO Sig. F R R2
Adjusted
R2 SE
Path
PGIN
c .53 .389 .04 .00 -.003 .505
a .13 2.299 .11 .01 .01 10.523
b .50 .315 .06 .00 -.007 .506
Mediator
El-Total .62 .315 .06 .00 -.007 .506
IWFA
c .15 2.073 .01 .01 -.01 .651
a .13 2.299 .11 .01 .01 10.523
b .10 2.899 .17 .03 .02 .647
Mediator
El-Total .06 2.899 .17 .03 .02 .647
FCSD
c .00** 23.246 .32 .11 .10 .556
a .13 2.299 .11 .01 .01 10.523
b .00** 12.193 .33 .11 .10 .556
Mediator
El-Total .29 12.193 .33 .11 .10 .556
AIDV
c .00** 14.205 .26 .07 .06 .579
a .13 2.299 .11 .01 .01 10.523
b © o * * 7.083 .26 .07 .06 .581
Mediator
El-Total .86 7.083 .26 .07 .06 .581
IGCT
c .00** 9.216 .21 .04 .04 .524
a .13 2.299 .11 .01 .01 10.523
b .00** 4.585 .21 .04 .04 .524
Mediator
El-Total .97 4.585 .21 .04 .04 .524
Note'. Note'. **p <  ,01 ,*p <  .05. IIS Criterion Variables: PGIN- Peer Group Interaction, IWFA- Interaction with 
Faculty, FCSD-Faculty Concern with Student Development and Teaching, AIDV-Academ ic and Intellectual 
Development, IGCT- Institutional and Goal Commitment Predictor: EM-INTRO- Extrinsic M otivation Introjected.
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Table 49
Regression Results-Model 6: SDM Extrinsic Motivation-External Regulation Predicting Persistence
Attitudes-Total Sample
AMS
Predictor:
EM-EXTER Sig. F R R2
Adjusted
R2 SE
Path
PGIN
c .09 2.768 .12 .01 .01 .502
a .49 .480 .05 .00 -.003 10.571
b .10 1.437 .12 .01 .00 .503
Mediator
El-Total .73 1.437 .12 .01 .00 .503
IWFA
c .76 .092 .02 .00 -.005 .654
a .49 .480 .05 .002 -.003 10.571
b .70 1.600 .13 .02 .01 .651
Mediator
El-Total .08 1.600 .13 .02 .01 .651
FCSD
c .03* 4.782 .15 .02 .019 .581
a .49 .480 .05 .00 -.003 10.571
b .03* 2.577 .16 .03 .016 .582
Mediator
El-Total .54 2.577 .16 .03 .016 .582
AIDV
c .59 .298 .04 .00 .00 .599
a .49 .480 .05 .002 -.003 10.571
b .60 .290 .05 .003 -.007 .600
Mediator
El-Total .60 .290 .05 .003 -.007 .600
IGCT
c .09 2.860 .12 .01 .01 .531
a .49 .489 .05 .002 -.003 10.571
b .10 1.460 .12 .01 .005 .532
Mediator
El-Total = .79 1.460 .12 .01 .005 .532
N ote : **p <  .01,*/? < .05. PG IN - Peer G roup Interaction, IW FA- Interaction with Faculty, FC SD -Faculty C oncern
w ith Student D evelopm ent and Teaching, A ID V -A cadem ic and Intellectual D evelopm ent, IGCT- Institutional and Goal
C om m itm ent Predictor: EM -EX TER - Extrinsic M otivation External.
Table 50
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Regression Results-Model 7: SDM Amotivation Predicting Persistence Attitudes-Total Sample
AMS
Predictor:
AMOTIV Sig. F R R2
Adjusted
R2 SE
Path
PGIN
c .01** 8.020 .20 .04 .03 .496
a .42 .657 .06 .00 -.002 10.566
b
Mediator
.01** 4.174 .20 .04 .03 .497
El-Total .55 4.174 .20 .04 .03 .497
IWFA
c .31 1.019 .07 .01 .00 .653
a .42 .657 .06 .00 -.002 10.566
b
Mediator
.27 2.156 .15 .02 .01 .649
El-Total .07 2.156 .15 .02 .01 .649
FCSD
c .91 .012 .01 .00 -.01 .588
a .42 .657 .06 .00 -.002 10.566
b
Mediator
.93 .132 .04 .00 .01 .589
El-Total .62 .132 .04 .00 .01 .589
AIDV
c .45 .568 .05 .00 -.002 .599
a .42 .657 .06 .00 -.002 10.566
b
Mediator
.43 .465 .07 .01 -.005 .600
El-Total .55 .465 .07 .01 -.005 .600
IGCT
c .14 2.257 .11 .01 .001 .532
a .42 .657 .06 .00 -.002 10.566
b
Mediator
.11 1.159 .01 .00 .002 .533
El-Total .79 1.159 .01 .00 .002 .533
N ote: **p <  .01 , * p <  .05 . IIS Persistence Attitudes items coded as: PGIN- Peer Group Interaction, IW FA-Interaction with 
faculty, FCSD-Faculty Concern wifi Student Development and Teaching, AIDV-Academic and Intellectual Development, IGCT- 
lnstitutional and Goal Commitment. Predictor: AM OTIV- Amotivation.
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EM-IDEN (Table 47). Table 47 presents the results o f the mediation analysis 
using Extrinsic Motivation Identified Regulation as the predictor, El-Total as the 
mediator, and Peer Group Interactions, Interactions with Faculty, Faculty Concern for 
Student Development and Teaching, Academic and Intellectual Development, and 
Institution and Goal Commitment as the dependent variables. The Step 1-path c analyses 
indicated that Extrinsic Motivation Identified Regulation was a significant predictor for 
Faculty Concern for Student Development and Teaching, Academic and Intellectual 
Development, and Institution and Goal Commitment. The results show that the 
proportion of variance accounted for by Extrinsic Motivation Identified Regulation in 
Faculty Concern for Student Development was 8%, Academic and Intellectual 
Development was 5%, and Institution and Goal Commitment was 4%. These are 
significant, but low proportions o f explainable variance. The Step 2-path a analysis 
indicated that Extrinsic Motivation Identified Regulation and El-Total are not 
significantly correlated. This finding means that none of the significant relations found in 
the steps are mediated by El-Total.
EM-INTRO (Table 48). Table 48 presents the results of the mediation analysis 
using Extrinsic Motivation Introjected Regulation as the predictor, El-Total as the 
mediator, and Peer Group Interactions, Interactions with Faculty, Faculty Concern for 
Student Development and Teaching, Academic and Intellectual Development, and 
Institution and Goal Commitment as the dependent variables. The Step 1 -path c analyses 
indicated that the Extrinsic Motivation Introjected Regulation was a significant predictor 
for Faculty Concern for Student Development and Teaching, Academic and Intellectual
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Development, and Institution and Goal Commitment. The results show that the 
proportion o f variance accounted for by Extrinsic Motivation Introjected Regulation in 
Faculty Concern for Student Development was 10%, Academic and Intellectual 
Development was 6%, and Institution and Goal Commitment was 4%. These are 
significant, but low proportions of explainable variance. The Step 2-path a analysis 
indicated that Extrinsic Motivation Introjected Regulation and El-Total are not 
significantly correlated. This finding means that none of the significant relations found in 
the steps are mediated by El-Total.
EM-EXTER (Table 49). Table 49 presents the results o f the mediation analysis 
using Extrinsic Motivation External Regulation as the predictor, El-Total as the mediator, 
and Peer Group Interactions, Interactions with Faculty, Faculty Concern for Student 
Development and Teaching, Academic and Intellectual Development, and Institution and 
Goal Commitment as the dependent variables. The Step 1-path c analyses indicated that 
the Extrinsic Motivation External Regulation was a significant predictor for Faculty 
Concern for Student Development and Teaching. The results show that the proportion of 
variance accounted for by Extrinsic Motivation External Regulation in Faculty Concern 
for Student Development was 2%. This is a significant, but low proportion of explainable 
variance. The Step 2-path a analysis indicated that Extrinsic Motivation Introjected 
Regulation and El-Total are not significantly correlated. This finding means that the 
significant relations found in the steps are not mediated by El-Total.
AMOTIV (Table 50). Table 50 presents the results of the mediation analysis using 
Amotivation as the predictor, El-Total as the mediator, and Peer Group Interactions, 
Interactions with Faculty, Faculty Concern for Student Development and Teaching,
244
Academic and Intellectual Development, and Institution and Goal Commitment as the 
dependent variables. The Step 1-path c analyses indicated that Amotivation was a 
significant predictor for Peer Group Interactions. The results show that the proportion of 
variance accounted for by Amotivation in Peer Group Interaction was 3%. This is a 
significant, but low proportion of explainable variance. The Step 2-path a analysis 
indicated that Amotivation and El-Total are not significantly correlated. This finding 
means that none of the significant relations found in the steps are mediated by El-Total.
Persistence Behaviors. Tables 51-53 show the regression estimates for the c, a, 
and b paths for the AMS Self-determined Intrinsic Motivation variables as predicted from 
the PBQ Persistence Behavior criterion variables. Also displayed are the estimates for 
the mediation variable.
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Table 51
Regression Results-Model 8: SDM Intrinsic Motivation to Know Predicting Persistence Behaviors-Total
Sample
AMS
Predictor:
IM-KNOW Sig. F R R2
Adjusted
R2 SE
Path
ACAD PERF
c .02* 5.796 .17 .03 .02 .98804440
a .25 1.308 .08 .01 .00 10.549
b .01** 3.503 .19 .04 .03 .98753316
Mediator
El-Total .27 3.503 .19 .04 .03 .98753316
PERS PLANS
c .28 1.191 .08 .01 .00 .99951518
a .25 1.308 .08 .01 .00 10.549
b .37 3.217 .17 .03 .02 .98893267
Mediator
El-Total .02* 3.217 .17 .03 .02 .98893267
Note: *p < .05,
Table 52
Regression Results- Model 9: SDM Intrinsic Motivation toward Accomplishment Predicting Persistence 
Behavior-Total Sample
AMS
Predictor: Adjusted
IM-ACCOM Sig. F R R2 R2 SE
Path
ACAD PERF
c .01** 6.097 .17 .03 .03 .98730991
a .31 1.040 .07 .01 .00 10.556
b .01** 3.611 .19 .04 -.001 .98700315
Mediator
El-Total .29 3.611 .19 .04 -.001 .98700315
PERS PLANS
c .43 .619 .06 .00 -.002 1.100096759
a .31 1.040 .07 .01 .00 10.556
b .52 3.003 .17 .03 .02 .98998341
Mediator
El-Total .02* 3.003 .17 .03 .02 .98998341
Note. *p <  .05,. Criterion Variables: Academic Performance and Persistence Plans Predictor: Intrinsic Motivation- 
Toward Accomplishment 
Table 53
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Regression Results-Model 10: SDM Intrinsic Motivation to Experience Stimulation Predicting Persistence
Behaviors-Total Sample
A M S
Predictor: Adjusted
IM-STIM Sig. F R R2 R2 SE
Path
ACAD PERF
c .81 .058 .02 .00 -.01 1.00239975
a .33 1.308 .08 .01 .00 10.549
b
Mediator
.76 .432 .07 .00 -.01 1.00289558
El-Total .37 .432 .07 .00 -.01 1.00289558
PERS PLANS
c .79 .072 .02 .00 -.01 1.00236452
a .33 1.308 .08 .01 .00 10.549
b
Mediator
.65 .057 .17 .03 .02 .99048787
El-Total .02* .057 .17 .03 .02 .99048787
Note: *p < .05
IM-KNOW, IM-ACCOM, and IM-STIM (Tables 51-53). Tables 51 and 52 present
the results o f the mediation analysis using Intrinsic Motivation to Know (Table 51) and
Intrinsic Motivation toward Accomplishments (Table 52) as the predictors, El-Total as
the mediators, and Academic Performance and Persistence Plans as the dependent
variables. In Tables 51 and 52, the Step 1-path c analyses indicated that the Intrinsic
Motivation to Know and the Intrinsic Motivation toward Accomplishment were
significant predictors for Academic Performance. The results show that the proportion of
variance accounted for by Intrinsic Motivation to Know in Academic Performance was
2% and the proportion of the variance accounted for by Intrinsic Motivation toward
Accomplishment in Academic Performance was 3%. These estimates represent
significant, but low proportions o f explainable variance in each table. The respective
Step 2-path a analyses in the respective tables indicated that Intrinsic Motivation to
Know and El-Total are not significantly correlated and that Intrinsic Motivation toward
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Accomplishment and El-Total are not significantly correlated. These findings mean that 
none of the significant relations found in the steps in each model are mediated by EI- 
Total.
The below tables observed the Self-determined Motivation extrinsic forms and 
Amotivation. The degree to which the PBQ Persistence Behavior items predicted on the 
AMS Extrinsic Motivation variables is shown on Tables 54 through 56. The values 
estimating the degree to which the PBQ Persistence Behavior variables predicted on the 
AMS Amotivation variables are displayed in Table 57.
Table 54
Regression Results-Model 11: Extrinsic Motivation- Identified Predicting Persistence Behavior- 
Total Sample
SDM
Predictor:
EM-IDEN Sig. F R R2
Adjusted
R2 SE
Path
ACAD PERF
c .01** 7.609 .19 .04 .03 .9836376
a .28 1.171 .08 .01 .00 10.553
b .01** 4.423 .21 .04 .03 .98306514
Mediator
El-Total .27 4.423 .21 .04 .03 .98306514
PERS PLANS
c .12 2.457 .11 .01 .01 .99632219
a .28 1.171 .08 .01 .00 10.553
b .16 3.811 .19 .04 .03 .98602708
Mediator
El-Total .03* 3.811 .19 .04 .03 .98602708
Note : **p < .01, *p <  .05.
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Table 55
Regression Results- Model 12: EM-Introjected Predicting Persistence Behavior-Total Sample
AMS
Predictor:
EM-INTRO Sig F R R2
Adjusted
R2 SE
Path
ACAD PERF
c oo** 15.468 .27 .07 .07 .96518522
a .13 2.299 .11 .01 .01 10.523
b .00** 8.666 .29 .08 .07 .96322163
Mediator
El-Total .18 8.666 .29 .08 .07 .96322163
PERS PLANS
c .91 .014 .01 .00 -.01 1.00251122
a .13 2.299 .11 .01 .01 10.523
b .90 2.803 .17 .03 .02 .99097136
Mediator
El-Total .02* 2.803 .17 .03 .02 .99097136
Note: **p<  .01, *p<  .05
Table 56
Regression Results- Model 13: EM-External Predicting Persistence Behavior-Total Sample
AMS
Predictor:
EM-EXTER Sig. F R R2
Adjusted
R2 SE
Path
ACAD PERF
c .79 .070 .02 .00 -.005 1.00236924
a .13 2.299 .11 .01 .01 10.523
b .77 .479 .07 .00 -.01 1.00291141
Mediator
El-Total = .37 .479 .07 .00 -.01 1.00291141
PERS PLANS
c .52 .409 .05 .00 -.003 1.00150241
a .13 2.299 .11 .01 .01 10.523
b .59 2.951 .17 .03 .02 .99024010
Mediator
El-Total = .02* 2.951 .17 .03 .02 .99024010
Note: **p <  .01, *p <  .05
Table 57
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Regression Results-Model 14: Amotivation Predicting Persistence Behavior-Total Sample
SDM
Predictor:
AMOTIV Sig F R R2
Adjusted
R2 SE
Path
ACAD PERF
c .00* 10.214 .22 .05 .05 .97740401
a .42 .657 .06 .00 -.002 10.566
b .01* 5.667 .23 .05 .05 .97711748
Mediator
El-Total .29 5.667 .23 .05 .05 .97711748
PERS PLANS
c .18 1.832 .01 .01 .00 .99789488
a .42 .657 .06 .00 -.002 10.566
b .21 3.604 .19 .04 .03 .98703915
Mediator
El-Total = .02* 3.604 .19 .04 .03 .98703915
Note: *p < .05.
EM-IDEN, EM-INTRO, EM-STIM, and AMOTIV. Tables 54-56 present the results 
of the mediation analysis using Extrinsic Motivation Identified Regulation (Table 54), 
Extrinsic Motivation Introjection Regulation (Table 55) and Amotivation (Table 57) as 
the predictors, El-Total as the mediators, and Academic Performance and Persistence 
Plans as the dependent variables. In Tables 54, 55, and 57, the respective Step 1-path c 
analyses indicated that the Extrinsic Motivation Identified Regulation, Extrinsic 
Motivation Introjected Regulation, and Amotivation were significant predictors for 
Academic Performance. The results show that the proportion of variance accounted for 
by Extrinsic Motivation Identified in Academic Performance was 3%, the proportion of 
the variance accounted for by Extrinsic Motivation Introjected in Academic Performance 
was 7%, and the proportion of the variance accounted for by Amotivation was 5%.
These estimates represent significant, but low proportions o f explainable variance in each
2 5 0
table. The Step 2-path a analyses in the respective tables indicated that Extrinsic 
Motivation Identified Regulation and El-Total are not significantly correlated, Extrinsic 
Motivation Introjected Regulation and El-Total are not significantly correlated, and that 
Amotivation and El-Total are not significantly correlated. These findings mean that none 
of the significant relations found in the steps in each model are mediated by El-Total.
HBCU Public & Private Regression Analyses. This section focuses on the 
private and public samples respectively. The below discussion is structured around the 
tables presenting the results o f the regression coefficients and the presentations of 
significant results deriving from the c, a, and b paths, which display the estimates o f the 
relationships between the predictor and criterion variables along with the degree to which 
the students' El-Total score mediates the relationships between the variables. Observed 
below are intrinsic motivation, extrinsic motivation, and amotivation independent 
variables, which were predicted on persistence attitudes and persistence behaviors.
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T able 58
Regression Results-Model 15: SDM Intrinsic Motivation to Know Predicting Persistence
Attitudes-Private & Public Sample Analyses
AMS
Predictor: Adjusted
IM-KNOW Sig. F R R2 R2 SE
Private
PGIN
c .41 .687 .08 .01 -.003 .371
a .25 1.308 .08 .01 .00 10.549
b
Mediator
.40 .524 .10 .01 -.01 .37
El-Total .55 .524 .10 .01 -.01 .37
IWFA
c .81 .059 .03 .00 -.01 .653
a .25 1.308 .08 .01 .00 10.549
b
Mediator
.78 1.697 .23 .05 .03 .644
El-Total .07 1.697 .23 .05 .03 .644
FCSD
c .02* 5.287 .23 .05 .04 .585
a .25 1.308 .08 .01 .00 10.549
b
Mediator
.02* 2.840 .24 .06 .04 .586
El-Total .52 2.840 .24 .06 .04 .586
AIDV
c .32 1.016 .10 .01 .00 .621
a .25 1.308 .08 .01 .00 10.549
b
Mediator
.31 .667 .12 .01 -.007 .624
El-Total = .57 .667 .12 .01 -.007 .624
IGCT
c .11 2.169 .16 .03 .01 .560
a .25 1.308 .08 .01 .00 10.549
b .11 1.300 .16 .03 .01 .563
Mediator
El-Total .93 1.300 .16 .03 .01 .563
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Public
PGIN
c .86 .031 .08 .01 -.003 .371
a .26 1.291 .11 .01 .00 10.853
b
Mediator
.86 .015 .02 .00 -.02 .610
El-Total 1.00 .015 .02 .00 -.02 .610
IWFA
c .04* .059 .20 .04 .03 .645
a .26 1.291 .11 .01 .003 10.853
b
Mediator
.03* 2.719 .23 .05 .03 .644
El-Total .28 2.719 .23 .05 .03 .644
FCSD
c oo** 22.294 .43 .19 .18 .585
a .26 1.291 .11 .01 .003 10.853
b
Mediator
.00** 11.416 .44 .19 .17 .523
El-Total .43 11.416 .44 .19 .17 .523
AIDV
c .00** 10.776 .32 .10 .09 .531
a .26 1.291 .11 .01 .003 10.853
b
Mediator
.00** 5.694 .32 .11 .09 .532
El-Total = .42 5.694 .32 .11 .09 .532
IGCT
c .21 1.562 .13 .02 .01 .496
a .26 1.291 .11 .01 .003 10.853
b
Mediator
.23 .815 .13 .02 -.004 .499
El-Total .76 .815 .13 .02 -.004 .499
Note: *p <  .05. IIS Criterion Variables: PGIN- Peer Group Interaction, IWFA- Interaction with Faculty, FCSD- 
Faculty Concern with Student Development and Teaching, AIDV-Academic and Intellectual Development, IGCT- 
Institutional and Goal Commitment. Predictor: IM-KNOW- Intrinsic Motivation to Know.
IM-KNOW (Table 58). Table 58 presents the results of the private and public
sample's mediation analyses using Intrinsic Motivation to Know as the predictor, EI-
Total as the mediator, and Peer Group Interactions, Interactions with Faculty, Faculty
Concern for Student Development and Teaching, Academic and Intellectual
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Development, and Institution and Goal Commitment as the dependent variables. For the 
private sample, the Step 1-path c analyses indicated that the Intrinsic Motivation to Know 
was a significant predictor for Faculty Concern for Student Development and Teaching. 
The results for the private sample show that the proportion of variance accounted for by 
Intrinsic Motivation in Faculty Concern for Student Development was 4%. This is a 
significant, but low proportion of explainable variance. The Step 2-path a analysis 
indicated that Intrinsic Motivation to Know and El-Total are not significantly correlated. 
This finding means that none of the significant relations found in the steps are mediated 
by El-Total.
The results also showed the public sample's mediation analyses using Intrinsic 
Motivation to Know as the predictor, El-Total as the mediator, and Peer Group 
Interactions, Interactions with Faculty, Faculty Concern for Student Development and 
Teaching, Academic and Intellectual Development, and Institution and Goal 
Commitment as the dependent variables. The Step 1-path c analyses indicated that the 
Intrinsic Motivation to Know was a significant predictor for Interaction with Faculty, 
Faculty Concern for Student Development and Teaching, and Academic and Intellectual 
Development. The results for the private sample show that the proportion o f variance 
accounted for by Intrinsic Motivation in Interactions with Faculty was 3%, Faculty 
Concern for Student Development was 18%, and Academic and Intellectual Development 
was 9%. The Interactions with Faculty and Academic and Intellectual Development 
showed significance, but possessed low proportions of the explainable variances while 
the Faculty Concern for Student Development, which is also significant, showed a 
moderate proportion of the explainable variance. The Step 2-path a analysis for each
2 5 4
sample indicated that Intrinsic Motivation to Know and El-Total are not significantly 
correlated. This finding means that none of the significant relations found in the steps are 
mediated by the Emotional Intelligence Total score.
Table 59
Regression Results-Model 16: SDM Intrinsic Motivation toward Accomplishment Predicting 
Persistence Attitudes-Private & Public Sample Analyses
AMS
Predictor: Adjusted
IM-ACCOM Sig. F R R2 R2 SE
Private
PGIN
c .68 .170 .04 .00 -.01 .372
a .85 .035 .02 .00 -.01 10.279
b
Mediator
.69 .251 .06 .07 -.02 .373
El-Total .57 .251 .06 .07 -.02 .373
IWFA
c .08 3.104 .18 .03 .02 .643
a .85 .035 .02 .00 -.01 10.279
b
Mediator
.08 3.235 .25 .06 .04 .636
El-Total .07 3.235 .25 .06 .04 .636
FCSD
c .13 2.391 .15 .02 .01 .594
a .85 .035 .02 .00 -.01 10.279
b
Mediator
.13 1.347 .16 .03 .01 .596
El-Total .57 1.347 .16 .03 .01 .596
AIDV
c .40 .711 .09 .01 -.003 .622
a .85 .035 .02 .00 -.01 10.279
b
Mediator
.41 .494 .10 -.01 -.01 .625
El-Total .60 .494 .10 -.01 -.01 .625
IGCT
c .01** 6.479 .25 .06 .05 .550
a .85 .035 .02 .00 -.01 10.279
b .01** 3.206 .25 .06 .04 .552
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Mediator
El-Total 1.00 3.206 .25 .06 .04 .552
Public
PGIN
c .81 .057 .02 .00 -.01 .607
a .10 2.763 .17 .03 .02 10.774
b .81 .029 .02 .00 -.02 .610
Mediator
El-Total .98 .029 .02 .00 -.02 .610
IWFA
c .05 3.184 .18 .03 .02 .648
a .10 2.763 .17 .03 .02 10.774
b
Mediator
.05 2.248 .24 .04 .03 .647
El-Total .26 2.248 .24 .04 .03 .647
FCSD
c .00** 9.544 .30 .09 .08 .552
a .10 2.763 .17 .03 .02 10.774
b
Mediator
.00** 5.036 .31 .09 .01 .553
El-Total .45 5.036 .31 .09 .01 .553
AIDV
c .00** 13.019 .34 .12 .11 .525
a .10 2.763 .17 .03 .02 10.774
b
Mediator
.00** 6.646 .35 .12 .10 .527
El-Total .55 6.646 .35 .12 .10 .527
IGCT
c .01** 8.230 .28 .08 .07 .480
a .10 2.763 .17 .03 .02 10.774
b
Mediator
.01** 4.073 .28 .08 .06 .483
El-Total .97 4.073 .28 .08 .06 .483
Note-. *p <  .05. IIS Criterion Variables: PGIN- Peer Group Interaction, IWFA- Interaction with Faculty, FCSD- 
Faculty Concern with Student Development and Teaching, AIDV-Academic and Intellectual Development, IGCT- 
Institutional and Goal Commitment. Predictor: IM-KNOW- Intrinsic M otivation to Know.
IM-ACCOM (Table 59). Table 59 presents the results of the mediation analysis 
for the private and public samples using Intrinsic Motivation toward Accomplishment as 
the predictor, El-Total as the mediator, and Peer Group Interactions, Interactions with
Faculty, Faculty Concern for Student Development and Teaching, Academic and
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Intellectual Development, and Institution and Goal Commitment as the dependent 
variables. The Step 1-path c analyses for the private sample indicated that the Intrinsic 
Motivation toward Accomplishment was a significant predictor for Institution and Goal 
Commitment. The results show that the proportion of variance accounted for by Intrinsic 
Motivation toward Accomplishment in Institution and Goal Commitment was 5%.
The results of the mediation analysis are also presented for the public sample, 
which uses Intrinsic Motivation toward Accomplishment as the predictor, El-Total as the 
mediator, and Peer Group Interactions, Interactions with Faculty, Faculty Concern for 
Student Development and Teaching, Academic and Intellectual Development, and 
Institution and Goal Commitment as the dependent variables. The Step 1 -path c analyses 
indicated that the Intrinsic Motivation toward Accomplishment was a significant 
predictor for Faculty Concern for Student Development and Teaching, Academic and 
Intellectual Development, and Institution and Goal Commitment. The results show that 
the proportion of variance accounted for by Intrinsic Motivation toward Accomplishment 
in Faculty Concern for Student Development and Teaching was 8%, Academic and 
Intellectual Development was 11%, and Institution and Goal Commitment was 7%. The 
Step 2-path a analyses for the private and public samples indicated that Intrinsic 
Motivation toward Accomplishment and El-Total are not significantly correlated. This 
finding means that none of the significant relations found in the steps are mediated by the 
Emotional Intelligence Total score.
Table 60
Regression Results-Model 17: SDM Intrinsic Motivation to Experience Stimulation Predicting 
Persistence Attitudes-Private & Public Sample Analyses
AMS
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Predictor: Adjusted
IM-STIM Sig F R R2 R2 SE
Private
PGIN
c .37 .804 .09 .01 I o o to .371
a .50 .467 .08 .01 -.01 10.257
b .35 .611 .11 .01 -.01 .372
Mediator
El-Total .55 .611 .11 .01 -.01 .372
IWFA
c .02* 6.022 .24 .06 .05 .634
a .50 .467 .08 .01 -.01 10.257
b .01** 5.233 .31 .10 .08 .624
Mediator
El-Total .04* 5.233 .31 .10 .08 .624
FCSD
c .00** 5.749 .33 .11 .09 .571
a .50 .467 .08 .01 -.01 10.257
b .00** 10.810 .32 .10 .09 .570
Mediator
El-Total .40 10.810 .32 .10 .09 .570
AIDV
c .07 3.352 .18 .03 .02 .614
a .50 .467 .08 .01 -.01 10.257
b .07 1.900 .19 .04 .02 .616
Mediator
El-Total .50 1.900 .19 .04 .02 .616
IGCT
c oo** 12.557 .34 .11 .11 .534
a .50 .467 .08 .01 -.01 10.257
b .00** 6.264 .34 .11 .10 .537
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Mediator
El-Total .77 6.264 .34 .11 .10 .537
Public
PGIN
c .34 .920 .09 .01 -.002 .371
a .45 .586 .08 .01 -.004 10.892
b .34 .611 .10 .01 .608 .372
Mediator
El-Total .63 .611 .10 .01 .608 .372
IWFA
c .03* 5.088 .22 .05 .04 .642
a .45 .586 .08 .01 -.004 10.892
b
Mediator
.02* 3.058 .24 .06 .04 .642
El-Total .31 3.058 .24 .06 .04 .642
FCSD
c .00** 10.237 .31 .10 .09 .550
a .45 .586 .08 .01 -.004 10.892
b .00** 5.194 .31 .10 .08 .552
Mediator
El-Total .63 5.194 .31 .10 .08 .552
AIDV
c .02* 5.862 .24 .06 .05 .543
a .45 .586 .08 .01 -.004 10.89
b .02* 3.396 .26 .07 .046 .543
Mediator
El-Total .34 3.396 .26 .07 .046 .543
IGCT
c .09 .493 .17 .03 .02 3.024
a .45 .586 .08 .01 -.004 10.892
b .09 1.542 .18 .03 .01 .495
Mediator
El-Total .77 1.542 .18 .03 .01 .495
Note: ** p  < .01, * p <  .05. IIS Criterion Variables: PG IN-Peer Group Interaction, IW FA-Interaction with Faculty,
FCSD-Faculty Concern with Student Development and Teaching, AIDV-Academ ic and Intellectual Development, 
IGCT- Institutional and Goal Commitment.
IM-STIM (Table 60). Table 60 presents the results o f the mediation analysis for
the private and public samples using Intrinsic Motivation to Experience Stimulation as
the predictor, El-Total as the mediator, and Peer Group Interactions, Interactions with
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Faculty, Faculty Concern for Student Development and Teaching, Academic and 
Intellectual Development, and Institution and Goal Commitment as the dependent 
variables. The Step 1-path c analyses for the private sample indicated that Intrinsic 
Motivation to Experience Stimulation was a significant predictor for Interactions with 
Faculty, Faculty Concern for Student Development and Teaching, and Institution and 
Goal Commitment. The results show that the proportion of variance accounted for by 
Intrinsic Motivation to Experience Stimulation in Interactions with Faculty was 5%, 
Faculty Concern for Student Development was 9%, and Institution and Goal 
Commitment was 11%.
The results o f the mediation analysis are also presented for the public sample, 
which uses Intrinsic Motivation to Experience Stimulation as the predictor, El-Total as 
the mediator, and Peer Group Interactions, Interactions with Faculty, Faculty Concern for 
Student Development and Teaching, Academic and Intellectual Development, and 
Institution and Goal Commitment as the dependent variables. The results show that the 
proportion of variance accounted for by Intrinsic Motivation to Experience Stimulation in 
Interactions with Faculty was 4%, Faculty Concern for Student Development and 
Teaching was 9%, and Academic and Intellectual Development was .05%. The Step 2- 
path a analyses for the private and public samples indicated that Intrinsic Motivation 
toward Accomplishment and El-Total are not significantly correlated. This finding 
means that none o f the significant relations found in the steps are mediated by the 
Emotional Intelligence Total score.
Extrinsic Motivation Predictions on Persistence Attitudes Criterion Variables. 
Tables 61-63 include the estimates for the private and public samples respectively.
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Observed are the AMS Self-determined extrinsic motivation variables, which predicted 
on the IIS persistence attitudes variables. The below regressions provide an 
understanding of which variables were to be considered for mediation analysis based on 
significance levels o f paths c, a and b.
Table 61
Regression Results-Model 18 with SDM Extrinsic Motivation Identified Predicting Persistence Attitudes- 
Private & Public Sample Analyses
SDM
Predictor: Adjusted
EM-IDEN Sig. F R R2 R2 SE
Private
PGIN
c .02* 5.416 .23 .05 .04 .363
a .61 .269 .05 .00 -.01 .860
b
Mediator
.02* 2.801 .23 .05 .035 .364
El-Total .63 2.801 .23 .05 .035 .364
IWFA
c .91 .012 .01 .00 -.01 .653
a .61 .269 .05 .00 -.01 .860
b
Mediator
.84 1.677 .18 .03 .01 .645
El-Total .07 1.677 .18 .03 .01 .645
FCSD
c .06 4.504 .19 .04 .03 .611
a .61 .269 .05 .00 -.01 .860
b
Mediator
.07 1.917 .20 .15 .13 .592
El-Total .62 1.917 .20 .15 .13 .592
AIDV
c .04* 4.504 .21 .04 .03 .611
a .61 .269 .05 .00 -.01 .860
b
Mediator
.04* 2.334 .21 .05 .03 .613
El-Total .66 2.334 .21 .05 .03 .613
IGCT
c .02* 5.361 .23 .05 .04 .553
a .61 .269 .05 .00 .02 .860
b
Mediator
.02* 2.655 .23 .03 .01 .555
El-Total .95 2.655 .23 .03 .01 .555
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Public
PGFN
c .97 .002 .00 .00 -.01 .607
a .07 3.255 .18 .03 .02 10.747
b
Mediator
.96 .001 .01 .00 -.02 .610
El-Total .98 .001 .01 .00 -.02 .610
IWFA
c .71 .139 .04 .00 -.009 .658
a .07 3.255 .18 .03 .02 10.747
b
Mediator
.42 .669 .08 .01 -.003 .656
El-Total = .37 .669 .08 .01 -.003 .656
FCSD
c oo** 16.018 .38 .14 .13 .536
a .07 3.255 .18 .03 .02 10.747
b
Mediator
.00** 8.479 .39 .15 .13 .536
El-Total = .33 8.479 .39 .15 .13 .536
AIDV
c .02* 5.470 .23 .05 .04 .544
a .07 3.255 .18 .03 ,02 10.747
b
Mediator
.03* 2.996 .24 .06 .04 .545
El-Total = .46 2.996 .24 .06 .04 .545
IGCT
c .08 3.119 .18 .03 .02 .492
a .07 3.255 .18 .03 .02 .860
b
Mediator
.09 1.550 .18 .03 .01 .495
El-Total = .91 1.550 .18 .03 .01 .495
Note\ *p < .05. IIS Criterion Variables: PGIN- Peer Group Interaction, IWFA- Interaction with Faculty, FCSD-Faculty 
Concern with Student Developm ent and Teaching, AIDV-Academic and Intellectual Development, IGCT- Institutional 
and Goal Commitment. Predictor: Extrinsic Motivation-Identified
Table 61 presents the results o f the mediation analysis for the private and public 
samples using Extrinsic Motivation Identified Regulation as the predictor, El-Total as the 
mediator, and Peer Group Interactions, Interactions with Faculty, Faculty Concern for 
Student Development and Teaching, Academic and Intellectual Development, and 
Institution and Goal Commitment as the dependent variables. The Step 1-path c analyses 
for the private sample indicated that Extrinsic Motivation Identified Regulation was a
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significant predictor for Peer Group Interactions, Academic and Intellectual Development 
and Institution and Goal Commitment. The results show that the proportion of variance 
accounted for by Extrinsic Motivation Identified Regulation in Peer Group Interactions 
was 3%, Academic and Intellectual Development was 3%, and Institution and Goal 
Commitment was 04%.
The results of the mediation analysis are also presented for the public sample, 
which uses Extrinsic Motivation Identified Regulation as the predictor, El-Total as the 
mediator, and Peer Group Interactions, Interactions with Faculty, Faculty Concern for 
Student Development and Teaching, Academic and Intellectual Development, and 
Institution and Goal Commitment as the dependent variables. The Step 1-path c analyses 
for the private sample indicated that Extrinsic Motivation Identified Regulation was a 
significant predictor for Faculty Concern for Student Development and Teaching and 
Academic and Intellectual Development. The results show that the proportion of variance 
accounted for by Extrinsic Motivation Identified Regulation in Faculty Concern for 
Student Development and Teaching was 13%, and Academic and Intellectual 
Development was .04%. The Step 2-path a analyses for the private and public samples 
indicated that Extrinsic Motivation Identified Regulation and El-Total are not 
significantly correlated. These findings mean that none o f the significant relations found 
in the steps are mediated by the Emotional Intelligence Total score.
2 6 3
Table 62
Regression Results-Model 19 with SDM Extrinsic Motivation Introjected Motivation Predicting Persistence
Attitudes-Private & Public Sample Analyses
SDM
Predictor: Adjusted
EM-INTRO Sig. F R R2 R2 SE
Private
PGIN
c .56 .343 .06 .00 -.01 .372
a .18 .097 .03 .01 -.01 10.276
b
Mediator
.55 .353 .09 .01 -.01 .373
El-Total .55 .353 .09 .01 -.01 .373
IWFA
c .58 .304 .06 .00 -.01 .652
a .18 .097 .03 .01 -.01 10.276
b
Mediator
.54 1.851 .19 .04 .02 .644
El-Total .07 1.851 .19 .04 .02 .644
FCSD
c .02* .583 .24 .06 .05 .047
a .18 .097 .03 .01 -.01 10.276
b
Mediator
.02* 3.047 .24 .06 .04 1.082
El-Total .50 3.047 .24 .06 .04 1.082
AIDV
c .04* 4.517 .21 .04 .03 .611
a .18 .097 .03 .01 -.01 10.276
b
Mediator
.56 5.811 .33 .11 .09 .531
El-Total
Mediator
.53 5.811 .33 .11 .09 .531
IGCT
c .02* 5.647 .23 .05 .05 .552
a .18 .097 .03 .01 -.01 10.276
b
Mediator
.00* 3.023 .24 .06 .04 .553
El-Total .50 1.947 .24 .06 .04 .553
Public
PGIN
c .71 .141 .04 .00 -.01 .607
a .08 3.166 .18 .03 .03 10.752
b
Mediator
.71 .071 .04 .00 -.02 .610
El-Total .96 .071 .04 .00 -.02 .610
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IWFA
c .15 2.162 .15 .02 .01 .651
a .08 3.166 .18 .03 .03 10.752
b
Mediator
.10 1.692 .18 .03 .01 .651
El-Total .27 1.692 .18 .03 .01 .651
FCSD
c .00** 20.010 .41 .17 .16 .527
a .08 3.166 .03 .00 .02 10.752
b
Mediator
.00** 10.572 .42 .18 .16 .527
El-Total .30 10.572 .42 .18 .16 .527
AIDV
c .00** 4.517 .32 .10 .10 .529
a .08 3.166 .03 .00 .02 10.752
b
Mediator
.00** 5,811 .33 .11 .09 .531
El-Total
IGCT
.56 5.811 .33 .11 .09 .531
c .06 3.645 .19 .04 .03 .491
a .08 3.166 .03 .00 .02 10.752
b
Mediator
.07 1.810 .20 .04 .02 .494
El-Total .92 1.810 .20 .04 .02 .494
Note : *p <  .05. IIS Criterion Variables: PGIN- Peer Group Interaction, IWFA- Interaction with Faculty, FCSD- 
Faculty Concern with Student Development and Teaching, AIDV-Academic and Intellectual Development, IGCT- 
Institutional and Goal Commitment. Predictor: Extrinsic Motivation-Identified
Table 62 presents the results of the mediation analysis for the private and public 
samples using Extrinsic Motivation Introjected Regulation as the predictor, El-Total as 
the mediator, and Peer Group Interactions, Interactions with Faculty, Faculty Concern for 
Student Development and Teaching, Academic and Intellectual Development, and 
Institution and Goal Commitment as the dependent variables. The Step 1-path c analyses 
for the private sample indicated that Extrinsic Motivation Introjected Regulation was a 
significant predictor for Faculty Concern for Student Development and Teaching and 
Institution and Goal Commitment. The results show that the proportion o f variance
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accounted for by Extrinsic Motivation Introjected Regulation in Faculty Concern for 
Student Development was 5%, and Institution and Goal Commitment was 5%.
The results o f the mediation analysis are also presented for the public sample, 
which uses Extrinsic Motivation Introjected Regulation as the predictor, El-Total as the 
mediator, and Peer Group Interactions, Interactions with Faculty, Faculty Concern for 
Student Development and Teaching, Academic and Intellectual Development, and 
Institution and Goal Commitment as the dependent variables. The Step 1-path c analyses 
for the public sample indicated that Extrinsic Motivation Introjected Regulation was a 
significant predictor for Faculty Concern for Student Development and Teaching and 
Academic and Intellectual Development. The results show that the proportion of 
variance accounted for by Extrinsic Motivation Introjected Regulation in Faculty 
Concern for Student Development was 16%, and Academic and Intellectual Development 
was 10%. The Step 2-path a analyses for the private and public samples indicated that 
Extrinsic Motivation Introjected Regulation and El-Total are not significantly correlated. 
These findings mean that none of the significant relations found in the steps are mediated 
by the Emotional Intelligence Total score.
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Table 63
Regression Results-Model 20 with SDM Extrinsic Motivation External Regulation Predicting Persistence
Attitudes-Private & Public Sample Analyses
SDM
Predictor:
EM-EXTER Sig F R R2
Adjusted
R2
SE
Private
PGIN
c .08 3.099 .18 .03 .02 361
a .41 .682 .08 .01 -.003 10.245
b .07 1.818 .19 .04 .02 .368
Mediator
El-Total .46 1.818 .19 .04 .02 .368
IWFA
c .64 .225 .05 .00 -.01 .652
a .41 .682 .08 .01 -.003 10.245
b .53 1.863 .19 .04 .02 .644
Mediator
El-Total .07 1.863 .19 .04 .02 .644
FCSD
c .82 .050 .02 .00 -.01 .601
a .41 .682 .08 .01 -.003 10.245
b .86 .187 .06 .00 .064 .557
Mediator
El-Total .57 .187 .06 .00 .064 .557
AIDV
c .85 .037 .02 .00 -.01 .625
a .41 .682 .08 .01 -.003 10.245
b .88 .159 .06 .00 -.02 .627
Mediator
El-Total .60 .159 .06 .00 -.02 .627
IGCT
c .33 .965 .10 .01 .00 .565
a .41 .682 .08 .01 -.003 10.245
b .33 .478 .10 .10 -.01 .568
Mediator
El-Total .98 .478 .10 .10 -.01 .568
Public
PGIN
c .39 .740 .09 .01 -.003 .605
a .11 2.662 .16 .03 .02 10.779
b .39 1.818 .09 .01 -.01 .608
Mediator
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El-Total .88 1.818 .09 .01 -.01 .608
IWFA
c .41 .225 .08 .00 l © o 00 .652
a .11 2.662 .16 .03 .017 10.779
b .33 .806 .13 .02 -.004 .656
Mediator
El-Total .38 .806 .13 .02 -.004 .656
FCSD
c .01** 8.277 .28 .08 .07 .555
a .11 2.662 .16 .03 .017 10.779
b
Mediator
.00** 4.368 .29 .08 .06 .557
El-Total .48 4.368 .29 .08 .06 .557
AIDV
c .59 .293 .06 .00 -.007 .558
a .11 2.662 .16 .03 .017 10.779
b .72 .694 .12 .01 -.006 .558
Mediator
El-Total .30 .694 .12 .01 -.006 .558
IGCT
c .16 1.966 .14 .02 .01 .495
a .11 2.662 .16 .03 .017 10.779
b
Mediator
.18 .994 .14 .02 .00 .498
El-Total .84 .994 .14 .02 .00 .498
Note: *p < .05. IIS Criterion Variables: PGIN- Peer Group Interaction, IWFA- Interaction with Faculty, FCSD- 
Faculty Concern with Student Development and Teaching, AIDV-Academ ic and Intellectual Development, IGCT- 
Institutional and Goal Commitment. Predictor: Extrinsic Motivation-Identified
Table 63 presents the results of the mediation analysis for the private and public 
samples using Extrinsic Motivation External Regulation as the predictor, El-Total as the 
mediator, and Peer Group Interactions, Interactions with Faculty, Faculty Concern for 
Student Development and Teaching, Academic and Intellectual Development, and 
Institution and Goal Commitment as the dependent variables. The Step 1-path c analyses 
for the private sample indicated that Extrinsic Motivation Introjected Regulation was not 
a significant predictor in the model, thus showing no proportion of the variance 
accounted for by Extrinsic Motivation External Regulation in Peer Group Interactions,
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Interactions with Faculty, Faculty Concern for Student Development and Teaching, or 
Institution and Goal Commitment.
The results of the mediation analysis are also presented for the public sample, 
which uses Extrinsic Motivation External Regulation as the predictor, El-Total as the 
mediator, and Peer Group Interactions, Interactions with Faculty, Faculty Concern for 
Student Development and Teaching, Academic and Intellectual Development, and 
Institution and Goal Commitment as the dependent variables. The Step 1-path c analyses 
for the public sample indicated that Extrinsic Motivation External Regulation was a 
significant predictor for Faculty Concern for Student Development and Teaching. The 
results show that the proportion o f variance accounted for by Extrinsic Motivation 
External Regulation in Faculty Concern for Student Development was 7%. The Step 2- 
path a analyses for the private and public samples indicated that Extrinsic Motivation 
External Regulation and El-Total are not significantly correlated. These findings mean 
that none of the significant relations found in the steps are mediated the Emotional 
Intelligence Total score.
Table 64 presents the regression estimates for the AMS Amotivation and the IIS 
persistence attitude variables. The significance level and the extent to which the El Total 
score mediated between the motivation and persistence attitudes variables are also 
included for the private and the public samples.
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Table 64
Regression Results-Model 21 with SDM Amotivation Predicting Persistence Attitudes-Private & Public
Sample Analyses
SDM
Predictor:
AMOTIV Sig. F R R2
Adjusted
R2 SE
Private
PGIN
c .47 .518 .07 .01 -.01 .372
a .66 .190 .04 .00 -.01 10.271
b
Mediator
.49 .411 .09 .01 -.01 .373
El-Total = .58 .411 .09 .01 -.01 .373
IWFA
c .95 .004 .01 .00 -.01 .653
a .66 .190 .04 .00 -.01 10.271
b
Mediator
.99 1.655 .18 .03 .01 .651
El-Total = .07 1.655 .18 .03 .01 .651
FCSD
c .94 .006 .01 .00 .01 .601
a .66 .190 .04 .00 -.01 10.271
b
Mediator
.96 .173 .06 .00 -.02 .581
El-Total = .56 .173 .06 .00 -.02 .581
AIDV
c .07 3.351 .18 .03 .02 .614
a .66 .190 .04 .00 -.01 10.271
b
Mediator
.07 1.867 .19 .04 .02 .616
El-Total = .53 1.867 .19 .04 .02 .616
IGCT
c .80 .063 .03 .00 -.01 .567
a .66 .190 .04 .00 -.01 10.271
b
Mediator
.81 .032 .03 .00 -.02 .570
El-Total =
Public
PGIN
.97 .032 .03 .00 -.02 .570
c .00** 8.547 .28 .08 .07 .582
a .10 .190 .17 .03 .02 10.775
b
Mediator
.00** 4.350 .29 .08 .06 .585
El-Total = 
IWFA
.34 4.350 .29 .08 .06 .585
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c .14 2.168 .15 .02 .01 .651
a .10 .190 .17 .03 .02 10.775
b
Mediator
.11 1.672 .18 .03 .01 .651
El-Total = .28 1.672 .18 .03 .01 .651
FCSD
c .84 .006 .02 .00 -.01 .578
a .10 .190 .17 .03 .02 10.775
b
Mediator
.87 .038 .03 .00 -.02 .581
El-Total = .85 .038 .03 .00 -.02 .581
AIDV
c .27 1.235 .11 .01 .00 .556
a .10 .190 .17 .03 .02 10.775
b
Mediator
.35 1.072 .15 .02 .00 .556
El-Total = .34 1.072 .15 .02 .00 .556
IGCT
c .03* 4.632 .21 .05 .04 .489
a .10 .190 .17 .03 .02 10.775
b
Mediator
.04* 2.296 .21 .05 .03 .491
El-Total = .94 2.296 .21 .05 .03 .491
Note: *p < .05. IIS Criterion Variables: PGIN- Peer Group Interaction, IWFA- Interaction with Faculty, FCSD- 
Faculty Concern with Student Development and Teaching, AIDV-Academic and Intellectual Developm ent, IGCT- 
Institutional and Goal Commitment. Predictor: Extrinsic Motivation-Identified.
Table 64 shows the results o f the mediation analysis for the private and public 
samples using Amotivation as the predictor, El-Total as the mediator, and Peer Group 
Interactions, Interactions with Faculty, Faculty Concern for Student Development and 
Teaching, Academic and Intellectual Development, and Institution and Goal 
Commitment as the dependent variables. The Step 1-path c analyses for the private 
sample indicated that Amotivation was not a significant predictor in the model, thus 
showing no proportion of the variance accounted for by Amotivation in Peer Group 
Interactions, Interactions with Faculty, Faculty Concern for Student Development and 
Teaching, or Institution and Goal Commitment.
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The results o f the mediation analysis are also presented for the public sample, 
which uses Amotivation as the predictor, El-Total as the mediator, and Peer Group 
Interactions, Interactions with Faculty, Faculty Concern for Student Development and 
Teaching, Academic and Intellectual Development, and Institution and Goal 
Commitment as the dependent variables. The Step 1-path c analyses for the public sample 
indicated that Amotivation was a significant predictor Faculty Concern for Student 
Development and Teaching. The results show that the proportion o f variance accounted 
for by Amotivation in Faculty Concern for Student Development was 7%. The Step 2- 
path a analyses for the private and public samples indicated that Amotivation and EI- 
Total are not significantly correlated. These findings mean that none of the significant 
relations found in the steps are mediated by the Emotional Intelligence Total score.
Intrinsic Motivation Predictions on Persistence Behaviors Criterion Variables. 
Tables 65 shows regression estimates for paths c, a, and b. The Emotional Intelligence 
Total Score has been included to function as the mediating variable between the AMS 
Self-determined predictors and the PBQ Persistence Behavior variables. Table 65 
(Model 22) includes the Academic Performance and the Persistence Plans variables, 
which were predicted from participants' self-reported and estimated levels o f Intrinsic 
Motivation to Know. Table 66 (Model 23) includes the Academic Performance and 
Persistence Plans variables, which were predicted from participants' self-reported and 
estimated levels o f Intrinsic Motivation toward Accomplishment. The Intrinsic 
Motivation to Experience Stimulation, which predicted on Academic Performance and 
Persistence Plans, are presented in Table 67 (Model 24). The below results reveal the
2 7 2
extent to which the variance in the PBQ Persistence Behavior variables can be explained 
by the SDM Intrinsic Motivation variables.
Table 65
Regression Results-Model 22 with SDM Intrinsic Motivation to Know Predicting Persistence 
Behavior-Private & Public Analyses
AMS
Predictor:
IM-KNOW Sig. F R R2
Adjusted
R2 SE
Model 22
Path
Private
ACAD PERF
c .03* 4.851 .22 .05 .04 1.05012046
a .84 .043 .02 .00 -.01 10.279
b .03* .346 .24 .06 .04 .91151667
Mediator
El-Total .32 .346 .24 .06 .04 .91151667
P E R S P L A N S
C .80 .068 .03 .00 -.01 1.31082028
a .84 .043 .02 .00 -.01 10.279
b .83 2.228 .21 .04 .02 1.28875376
Mediator
El-Total .04 2.228 .21 .04 .02 1.28875376
Public
ACAD PERF
c .55 4.851 .06 .00 -.01 90839256
a .26 1.291 .11 .01 .01 10.853
b .51 .346 .09 .01 -.01 .91151667
Mediator
El-Total .56 .346 .09 .01 -.01 .91151667
PERS PLANS
c .70 .149 .04 .00 -.01 .36886913
a .26 1.291 .11 .01 .00 10.853
b .77 .315 .08 .01 -.01 .36986961
Mediator
El-Total .49 .315 .08 .01 -.01 .36986961
Note\ *p <  .05. Criterion Variables: Academic Performance and Persistence Plans. Predictor: Intrinsic Motivation- 
To-Know
IM-KNOW (Table 65). Table 65 presents the results o f the mediation analysis for
the private and public samples using Intrinsic Motivation to Know as the predictor, EI-
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Total as the mediator, and Academic Performance and Persistence Plans as the dependent 
variables. The Step 1-path c analyses for the private sample indicated that Intrinsic 
Motivation to Know was a significant predictor in the model. The results show that the 
proportion of variance accounted for by Intrinsic Motivation to Know in Academic 
Performance was 4%. The Step 2-path a analyses for the private and public samples 
indicated that Intrinsic Motivation and El-Total are not significantly correlated. These 
findings mean that none of the significant relations found in the steps are mediated by the 
Emotional Intelligence Total score.
The results o f the mediation analysis are also presented for the public sample, 
which uses Intrinsic Motivation to Know as the predictor, El-Total as the mediator, and 
Academic Performance and Persistence Attitudes as the dependent variables. The Step 1- 
path c analyses for the public sample indicated that Intrinsic Motivation to Know was not 
a significant predictor o f Academic Performance or Persistence Plans as the results 
indicated no proportion o f variance being accounted for by Intrinsic Motivation to Know 
in the respective variables.
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T a b le  6 6
Regression Results-Model 23 with SDM Intrinsic Motivation toward Accomplishment Predicting
Persistence Behavior-Private & Public Analyses
AMS
Predictor:
IM-ACCOM Sig. F R R2
Adjusted
R2 SE
Model 22
Path
Private
ACAD PERF
c .03* 4.677 .21 .05 .04 1.05100859
a .85 .035 .02 .00 -.01 10.279
b .04* 2.754 .23 .05 .03 .90871475
Mediator 
El-Total .36 2.754 .23 .05 .03 .90871475
PERS PLANS
c .61 .267 .05 .00 -.01 1.30949535
a .85 .035 .02 .00 -.01 10.279
b .57 2.369 .08 .01 -.01 1.28696253
Mediator
El-Total .04* 2.369 .08 .01 -.01 1.28696253
Public
ACAD PERF
c .36 .848 .09 .01 -.002 .90606531
a .10 2.763 .17 .03 .02 10.774
b .32 .642 .12 .01 -.01 .90871475
Mediator 
El-Total = .51 .642 .12 .01 -.01 .90871475
PERS PLANS
c .87 .027 .02 .00 -.01 .36910348
a .10 2.763 .17 .03 .02 10.774
b .78 .310 .08 .01 -.01 .36988721
Mediator 
El-Total = .44 .310 .08 .01 -.01 .36988721
Note: *p <  .05. Criterion Variables: Academic Performance and Persistence Plans. Predictor: Intrinsic Motivation- 
Toward Accomplishment
IM-ACCOM (Table 66). Table 66 presents the results o f the mediation analysis
for the private and public samples using Intrinsic Motivation toward Accomplishment as
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the predictor, El-Total as the mediator, and Academic Performance and Persistence Plans 
as the dependent variables. The Step 1-path c analyses for the private sample indicated 
that Intrinsic Motivation toward Accomplishment was a significant predictor in the 
model. The results show that the proportion of variance accounted for by Intrinsic 
Motivation toward Accomplishment in Academic Performance was 4%. The Step 2-path 
a analyses for the private and public samples indicated that Intrinsic Motivation toward 
Accomplishment and El-Total are not significantly correlated. These findings mean that 
none of the significant relations found in the steps are mediated by El-Total.
The results of the mediation analysis are also presented for the public sample, 
which uses Intrinsic Motivation toward Accomplishment as the predictor, El-Total as the 
mediator, and Academic Performance and Persistence Attitudes as the dependent 
variables. The Step 1-path c analyses for the public sample indicated that Intrinsic 
Motivation toward Accomplishment was not a significant predictor o f Academic 
Performance or Persistence Plans as the results indicated no proportion o f variance being 
accounted for by Intrinsic Motivation toward Accomplishment in the respective 
variables.
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T able 67
Regression Results-Model 24 with IM to Experience Stimulation Predicting Persistence
Behavior-Private & Public Analyses
AMS
Predictor: Adjusted
IM-STIM Sig. F R R2 R2 SE
Model 23
Path
Private
ACAD PERF
c .47 .520 .07 -.01 -.01 1.07295301
a .50 .467 .07 .005 -.005 10.257
b .43 .749 .12 02 -.005 1.07307305
Mediator
El-Total .33 .749 .12 .02 -.005 1.07307305
PERS PLANS
c .85 .037 .02 .00 -.010 1.31102666
a .50 .467 .07 .005 -.005 10.257
b .96 2.203 .21 .04 .024 1.28906195
Mediator
El-Total .04* 2.203 .21 .04 .024 1.28906195
Public
ACAD PERF
c .78 .077 .03 .00 -.001 .90969168
a .45 .586 .08 .01 -.00 10.892
b .78 .156 .06 .00 -.02 .91333477
Mediator
El-Total .86 .156 .06 .00 -.02 .91333477
PERS PLANS
c .35 .900 .10 .01 -.001 .36743739
a .45 .586 .08 .01 -.004 10.892
b .31 .793 .13 .02 -.004 .36803488
Mediator
El-Total .41 .793 .13 .02
OO
i .36803488
N ote : *p <  .05. Criterion Variables: Academic Performance and Persistence Plans. Predictor: Intrinsic Motivation-To 
Experience Stimulation
IM-STIM (Table 67). T a b le  6 7  p r e se n ts  th e  re su lts  o f  th e  m e d ia t io n  a n a ly s is  fo r
th e  p r iv a te  an d  p u b lic  sa m p le s , w h ic h  u se  In tr in s ic  M o t iv a t io n  to  E x p e r ie n c e  S tim u la tio n
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as the predictor, El-Total as the mediator, and Academic Performance and Persistence 
Attitudes as the dependent variables. The Step 1-path c analyses for both samples 
indicated that Intrinsic Motivation to Experience Stimulation was not a significant 
predictor o f Academic Performance or Persistence Plans as the results indicated no 
proportion of variance being accounted for by Intrinsic Motivation to Experience 
Stimulation in the respective criterion variables.
Extrinsic Motivation Predictions on Persistence Behaviors Criterion Variables. 
Tables 68-70 show regression estimates for paths c, a, and b. The Emotional Intelligence 
Total Score has been included as the mediating variable between the AMS Self- 
determined predictors and the PBQ Persistence Behavior Variables. Table 68 (Model 25) 
includes the Academic Performance and the Persistence Plans variables, which were 
predicted from participants' self-reported and estimated levels o f Extrinsic Motivation 
Identified Regulation. Table 69 (Model 26) includes the Academic Performance and 
Persistence Plans variables, which were predicted from participants' self-reported and 
estimated levels o f Extrinsic Motivation Introjected Regulation. The Extrinsic 
Motivation External Regulation, which predicted on Academic Performance and 
Persistence Plans, are presented in Table 70 (Model 27). The below results reveal the 
extent to which the variance in the PBQ Persistence Behavior variables can be explained 
by the SDM Extrinsic Motivation variables and provides data necessary to determine 
whether the significance levels of paths c and a show mediating effects o f the El-Total 
score on the relationships between the causal and the outcome variables .
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T able 68
Regression Results-Model 25 with SDM Extrinsic Motivation Identified Predicting Persistence
Behavior-Private & Public Analyses
SDM
Predictor:
EM-IDEN Sig. F R R2
Adjusted
R2 SE
Path
Private 
ACAD PERF 
c .00** 10.113 .31 .09 .08 1.02424427
a .61 .269 .05 .00 -.007 10.267
b .00** 5.371 .32 .10 .08 1.02600410
Mediator 
El-Total = .42 5.371 .32 .10 .08 1.02600420
PERS PLANS 
c .45 .584 .08 .01 -.004 1.30738362
a .61 .269 .05 .00 -.007 10.267
b .38 2.616 .23 .05 .03 1.28384886
Mediator 
El-Total = .03* 2.616 .23 .05 .03 1.28384886
Public
ACAD PERF 
c .80 .068 .03 .00 -.01 .90973514
a .07 3.255 .18 .03 .02 10.747
b .72 .824 .06 .00 .02 .91297704
Mediator 
El-Total = .57 .824 .06 .00 .02 .91297704
PERS PLANS 
c .20 1.678 .13 .02 .01 .36597014
a .07 3.255 .18 .03 .02 10.747
b .24 .193 .14 .02 -.001 .36737648
Mediator 
El-Total = .61 .193 .14 .02 -.001 .36737648
N ote: :**p <  .01, *p < .05. Criterion Variables: Academic Performance and Persistence Plans. Predictor: Intrinsic 
Motivation-Toward Stimulation.
EM-IDEN (Table 68). T a b le  6 8  p r e se n ts  th e  re su lts  o f  th e  m e d ia t io n  a n a ly s is  for
th e  p r iv a te  an d  p u b lic  s a m p le s  u s in g  E x tr in s ic  M o tiv a t io n  Id e n tif ie d  R e g u la t io n  a s  th e
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predictor, El-Total as the mediator, and Academic Performance and Persistence Plans as 
the dependent variables. The Step 1-path c analyses for the private sample indicated that 
Extrinsic Motivation Identified Regulation was a significant predictor in the model. The 
results show that the proportion of variance accounted for by Extrinsic Motivation 
Identified Regulation in Academic Performance was 8%. The Step 2-path a analyses for 
the private and public samples indicated that Extrinsic Motivation Identified Regulation 
and El-Total are not significantly correlated. These findings mean that none o f the 
significant relations found in the steps are mediated by the Emotional Intelligence Total 
score.
The results of the mediation analysis are also presented for the public sample, 
which uses Extrinsic Motivation Identified Regulation as the predictor, El-Total as the 
mediator, and Academic Performance and Persistence Attitudes as the dependent 
variables. The Step 1-path c analyses for the public sample indicated that Extrinsic 
Motivation Identified Regulation was not a significant predictor o f Academic 
Performance or Persistence Plans as the results indicated no proportion o f variance being 
accounted for by Extrinsic Motivation Identified Regulation in the respective variables.
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T able 69
Regression Results-Model 26 with SDM Extrinsic Motivation Introjected Predicting Persistence
Behavior-Private & Public Analyses
SDM
Predictor:
EM-INTRO Sig. F R R2
Adjusted
R2 SE
Path
Private
ACAD PERF
c .00** 12.204 .33 .11 .10 1.101448390
a .76 .097 03 .00 -.009 10.276
b .00** 6.723 .35 .12 .10 1.01336914
Mediator
El-Total .27 6.723 .35 .12 .10 1.01336914
PERS PLANS
c .76 .091 .03 .00 -.01 1.31066489
a .76 .097 .03 .00 -.009 10.276
b .81 2.233 .21 .04 .02 1.28869186
Mediator
El-Total .04 2.233 .21 .04 .02 1.28869186
Public
ACAD PERF
c .04* 4.036 .21 .04 .03 .89030979
a .08 3.166 .18 .03 .02 10.752
b .03* 2.556 .23 .05 .03 .89116909
Mediator
El-Total .37 2.556 .23 .05 .03 .89116909
PERS PLANS
c .55 .366 .06 .00 -.01 .36845421
a .08 3.166 .18 .03 .02 10.752
b .46 .550 .11 .01 -.009 .36896346
Mediator
El-Total .39 .550 .11 .01 -.009 .36896346
N ote:**p<  .01, *p <  .05. Criterion Variables: Academic Performance and Persistence Plans. Predictor: Intrinsic 
Motivation-Introjected
EM-INTRO (Table 69). Table 69 presents the results o f the mediation analysis for
the private and public samples using Extrinsic Motivation Introjected Regulation as the
predictor, El-Total as the mediator, and Academic Performance and Persistence Plans as
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the dependent variables. The Step 1-path c analyses for the private sample indicated that 
Extrinsic Motivation Introjected Regulation was a significant predictor in the model.
The results show that the proportion of variance accounted for by Extrinsic Motivation 
Introjected Regulation in Academic Performance was 10%.
The results o f the mediation analysis are also presented for the public sample, 
which uses Extrinsic Motivation Introjected Regulation as the predictor, El-Total as the 
mediator, and Academic Performance and Persistence Attitudes as the dependent 
variables. The Step 1-path c analyses for the public sample indicated that Extrinsic 
Motivation Introjected Regulation was a significant predictor in the model. The results 
show that the proportion of variance accounted for by Extrinsic Motivation Introjected 
Regulation in Academic Performance was 10%. The Step 2-path a analyses for the 
private and public samples indicated that Extrinsic Motivation Introjected Regulation 
and El-Total are not significantly correlated. These findings mean that none of the 
significant relations found in the steps are mediated by the Emotional Intelligence Total 
score.
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T able 70
Regression Results-Model 27 with Extrinsic Motivation External Regulation Predicting
Persistence Behavior-Private & Public Analyses
SDM
Predictor:
EM-EXTER Sig. F R R2
Adjusted
R2 SE
Path
Private
ACAD PERF
c .70 .153 .04 .00 -.008 .956
a .41 .682 .08 .01 -.003 10.245
b .35 .486 .10 .01 -.018 1.07595001
Mediator
El-Total .75 .486 .10 .01 -.018 1.07595001
PERS PLANS
c .62 .253 .05 .00 -.008 1.030958610
a .41 .682 .08 .01 -.003 10.245
b .49 2.451 .22 .05 .03 1.28593164
Mediator
El-Total .03 2.451 .22 .05 .03 1.28593164
Public
ACAD PERF
c .92 .008 .01 .00 -.01 1.032
a .11 2.662 .16 .03 .02 10.779
b .62 .486 .05 .00 -.018 .91358969
Mediator
El-Total .37 .486 .05 .00 -.018 .91358969
PERS PLANS
c .66 .198 .05 .00 -.01 .36877547
a .11 2.662 .16 .03 .02 10.779
b .74 .328 .08 .01 -.01 .36981929
Mediator
El-Total .50 .328 .08 .01 -.01 .36981929
Note'. *p <  .05. Criterion Variables: Academic Performance Predictor and Persistence Plans. Intrinsic Motivation- 
External Regulation
EM-EXTER (Table 70). Table 70 presents the results o f the mediation analysis 
for the private and public samples, which use Extrinsic Motivation External Regulation 
as the predictor, El-Total as the mediator, and Academic Performance and Persistence
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Attitudes as the dependent variables. The Step 1-path c analyses for both samples 
indicated that Extrinsic Motivation External Regulation was not a significant predictor of 
Academic Performance or Persistence Plans as the results indicated no proportion of 
variance being accounted for by Extrinsic Motivation External Regulation in the 
respective criterion variables.
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T able 71
Regression Results-Model 28: SDM Amotivation Predicting Persistence Behavior-Private &
Public Analyses
SDM
Predictor:
AMOTIV Sig. F R R2
Adjusted
R2 SE
Path
Private
ACAD PERF
c .02* 5.638 .23 .05 .05 1.04612336
a .66 .190 .04 .00 -.008 10.271
b .02* 3.178 .25 .06 .04 1.04754909
Mediator
El-Total .39 3.178 .25 .06 .04 1.04754909
PERS PLANS
c .16 2.048 .14 .02 .01 1.29778397
a .66 .190 .04 .00 -.008 10.271
b .12 3.463 .29 .07 .05 1.27333664
Mediator
El-Total .12 3.463 .29 .07 .05 1.27333664
Public
ACAD PERF
c .02* 5.255 .23 .05 .05 1.04612336
a .10 2.734 .17 .03 .02 10.775
b .02* 3.002 .24 .06 .04 .88722875
Mediator .39 3.002 .24 .06 .04 .88722875
El-Total .39 3.002 .24 .06 .04 .88722875
PERS PLANS
c .57 .325 .06 .00 -.01 .36853167
a .10 2.734 .17 .03 .02 10.775
b .64 .379 .09 .01 -.01 .36962306
Mediator
El-Total Score .51 .379 .09 .01 -.01 .36962306
N ote : *p <  .05. Criterion Variables: Academic Performance and Persistence Plans. Predictor: Intrinsic Motivation- 
External Regulation
AMOTIV (Table 71). T a b le  71 p r esen ts  th e  re su lts  o f  th e  m e d ia t io n  a n a ly s is  fo r
th e  p r iv a te  an d  p u b lic  s a m p le s  u s in g  A m o t iv a t io n  a s  th e  p red ic to r , E l-T o ta l as th e
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mediator, and Academic Performance and Persistence Plans as the dependent variables. 
The Step 1-path c analyses for the private sample indicated that Amotivation was a 
significant predictor in the model. The results show that the proportion o f variance 
accounted for by Amotivation in Academic Performance was 5%.
The results o f the mediation analysis are also presented for the public sample, 
which uses Amotivation as the predictor, El-Total as the mediator, and Academic 
Performance and Persistence Attitudes as the dependent variables. The Step 1-path c 
analyses for the public sample indicated that Amotivation was a significant predictor in 
the model. The results show that the proportion of variance accounted for by 
Amotivation was 5%. The Step 2-path a analyses for the private and public samples 
indicated that Intrinsic Motivation toward Accomplishment and El-Total are not 
significantly correlated. These findings mean that none o f the significant relations found 
in the steps are mediated by the Emotional Intelligence Total score.
Summary
Chapter 4 presented the data collected along with results o f the analyses 
conducted to address the research questions for this study. Prior to data collection, a pilot 
study was conducted to determine the length of time needed for participants to complete 
the surveys. The results o f the pilot study revealed that the average length o f time that 
students completed the surveys was 1 hour and 33 minutes. The private sample was 
based on data collected from 100 students. An analysis of the data revealed two missing 
cases in which the scores on the Facilitating Emotions subscales of the MSCEIT were 
missing and thus excluded from the study. The elimination o f the two Facilitating 
Emotions items left 98 cases for the private HBCU sample and 100 cases for the public
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were left for analysis. The total sample data were based on data collected from 200 
Black HBCU second year students with 198 usable surveys for analysis.
Before moving forward into the descriptive analyses, a factor analysis was 
conducted on the items on the PBQ. An analysis o f five items on the measure was 
conducted to identify and remove redundancies and overlap of variables with common 
themes. The analysis resulted in a reduction of variables, with the new set o f variables 
renamed. The five items were grouped into two factors namely, Academic Performance 
and Persistence Plans. Questions 3 ,4 , and 5 on the PBQ were grouped with Academic 
Performance. Questions 1, 2, and 2a were grouped with Persistence Plans.
Descriptive Analyses were calculated to offer a summary o f participants' 
performances on all four survey instruments. Data were analyzed for the total sample, 
private sample, and the public sample. With responses ranging from 1 -Does not 
Correspond to 1-Corresponds Exactly, the overall sample of HBCU participant responses 
fell between 5 and 6 for the AMS items measuring their Intrinsic Motivation to Know, 
Intrinsic Motivation to Accomplish, and Intrinsic Motivation to Experience Stimulation. 
Extrinsic Motivation orientations were also measured to determine participants' levels of 
Extrinsic Motivation Identified, Extrinsic Motivation Introjected Regulation, and 
Extrinsic Motivation External Regulation. The students' levels o f Amotivation were also 
measured, and the participants did not perceive themselves to be non-motivated.
The descriptive analysis for the IIS revealed that all students in the study 
considered their Peer Group Interactions, Interactions with Faculty, Faculty Concern for 
Student Development and Teaching, Academic and Intellectual Development, and 
Institution and Goal Commitment to fall under the Agree category. The students
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indicated that peer group and faculty interactions, and the academic environment at their 
HBCUs, had positively influenced their personal and intellectual growth. The 
participants also indicated that it is important for them to complete their education at their 
current institutions. Participants from the private sample showed higher agreement on 
the persistence attitudes measure regarding Institution and Goal Commitment, whereas 
they showed lowest agreement regarding Academic and Institution Development. The 
public sample also indicated the highest agreement regarding Institution and Goal 
Commitment, but low agreement regarding the influence of Peer Group Interactions on 
persistence. In terms of the total sample regarding the PBQ survey, 97% of participants 
attended their courses regularly and 100% planned to attend their current HBCUs during 
the next semester. Ninety-four percent o f the students in the sample reported being in 
good academic standing.
In answering the first research question regarding the relationship between second 
year students' self-determined motivation, persistence attitudes, and persistence behavior, 
the results for the total sample indicated that several AMS Self-determined intrinsic 
forms were significantly related to the IIS Persistence Attitudes items. Specifically, the 
Intrinsic Motivation to Know variable correlated with Faculty Concern for Student 
Development and Teaching, Academic and Intellectual Development, and Institution and 
Goal Commitment, with the highest correlations existing between Intrinsic Motivation to 
Know and Faculty Concern for Student Development and Teaching and the lowest 
relationship existed between Intrinsic Motivation to Know and Institution and Goal 
Commitment. Significant relationships also existed between the AMS Self-determined 
Motivation extrinsic forms and the IIS items, with highest relationship existing between
288
Extrinsic Motivation Identified Regulation and Faculty Concern for Student 
Development and Teaching. The lowest significant correlation existed between Extrinsic 
Motivation External Regulation and Faculty Concern for Student Development and 
Teaching. A significant and negative relationship existed between Amotivation and Peer 
Group Interaction to suggest that students with low amotivation scores believed that their 
interpersonal relationships with peers had a positive influence on their personal growth 
and interests (Pascarella & Terenzini, 1980).
When observing the relationship between the PBQ Persistence Behavior items 
and the AMS variables for the total sample, significant and negative associations were 
discovered with Intrinsic Motivation to Know and Intrinsic Motivation toward 
Accomplishment. With regard to the extrinsic forms o f Self-determination, the highest 
associations existed between Extrinsic Motivation Introjected Regulation and Academic 
Performance and the lowest between Extrinsic Motivation Identified Regulation and 
Persistence Plans. The AMS Self-determined Motivation variables did not share a 
relationship with Persistence Plans for the total sample. The private and public analyses 
showed similar trends to the overall sample and the two samples did not show significant 
differences between the PBQ Persistence Behavior variables and the Self-determined 
Motivation extrinsic variables.
The second part of the first research question queried about the differences 
between participant's' self-determined motivation, persistence attitudes and persistence 
behaviors at the private and public HBCUs. An Independent samples t-test was used to 
provide results that revealed the statistically significant differences between the private 
and public HBCU students’ self-determined motivation, persistence attitudes, and
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persistence behaviors. Using an alpha level of p  < .05 as a baseline for statistical 
significance, several significant differences were discovered in the data. In determining 
the differences between the private and public samples' levels o f self-determination 
motivation, participants' levels of intrinsic and extrinsic forms of motivation were 
compared in the variables showing significance. The Intrinsic Motivation to Know mean 
was significantly different at the p  < .01 level with the public HBCU sample showing a 
higher mean than the private sample. A statistically significant difference was also 
discovered between the private and public samples on the IIS measure o f persistence 
attitudes regarding the perceived Academic and Intellectual Development. Academic 
Performance was found to be higher for the private sample compared to the public and 
the difference between the two means were significant. A statistically significant 
difference was also discovered between the private and public sample's Persistence Plans 
with the private sample possessing higher intentions than the public sample to persist as 
demonstrated through their efforts to register for courses for the next term and the 
acknowledgement of their plans to continue their enrollment for the next semester.
The second research question queried about the relationship between Black 
second year students self-determined motivation and emotional intelligence at the private 
and the public HBCUs respectively. For this study, the Emotional Intelligence Total 
score was correlated with the AMS Self-determined Motivation variables. The El Branch 
scores were also correlated with the Self-determined Motivation variables. In terms of 
the total sample, the El Total score showed no significant relationship with the intrinsic, 
extrinsic, and amotivation variables for the total HBCU sample. The correlations 
produced for the total scores and the branch scores were mostly negative and indicated no
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relationships between the El-Total and the Self-determined Motivation variables. This 
pattern continued with the private sample in which the El-Total score shared no 
significant relationships with the intrinsic, extrinsic, and amotivation variables. The EI- 
Total score was not significantly associated with the intrinsic and extrinsic motivation 
variables for the public sample. However, a significant positive relationship was 
discovered between Amotivation and Emotional Intelligence-Management.
The third research question sought to understand if  a relationship existed between 
Black second year students' levels of emotional intelligence and their persistence attitudes 
and persistence behaviors. The El-Total score and branch scores were correlated with the 
IIS Persistence Attitudes items. Moreover, the El-Total scores were correlated with the 
PBQ factorized items to address the variable's association with Persistence Behaviors.
The results for the total sample indicated that Interactions with Faculty significantly 
relate to the Facilitating, Understanding Emotions, and Managing Emotions branches.
The remainder o f the correlations between variables did not show relationships. The 
results for the private sample indicated that the Interactions with Faculty variable 
correlated with El-Understanding and El Management while the public sample results 
revealed no significant relationships between the IIS Persistence Attitudes and the 
MSCEIT Emotional Intelligence variables. However, statistical significance between the 
Emotional Intelligence and Persistence Behavior variables were discovered for the public 
HBCU.
The El-Total variable shared a significant and positive relationship with 
Persistence Plans for the overall sample while El-Perceiving shared a positive and 
significant relationship with Persistence Plans. For the private sample, a positive and
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significant association existed between El-Total and Persistence Plans and for the public 
sample, the El-Total variable showed no relationship with Academic Performance or with 
Persistence Plans.
The final research question investigated the extent to which emotional intelligence 
mediated the relationship between the type of self-determined motivation and Black 
second year students' persistence attitudes or persistence behavior. Once the normality o f 
the data was observed, steps were taken to determine if El (total score) was a mechanism 
by which the students' self-determination was influenced or whether it accounted for the 
effect between their persistence attitudes or persistence behaviors. Simple and multiple 
linear regressions were conducted to produce data for the mediation analyses. Baron and 
Kenny's (1986) steps for mediation were utilized since it is a commonly used three-path 
analysis to determine if a third variable influenced the relationship between the predictor 
and criterion variables. Regressions were run to gain insight relative to which variables 
correlated and could be used in the mediation analysis, which observed the proportion of 
the variance of the self-determined motivation variables attributed persistence attitudes or 
persistence behavior. The regression analysis also provided estimates o f the effect o f the 
predictive variable on the criterion variable, while controlling for the mediating variable. 
The results of the mediation analyses indicated that for all analyses, El did not function in 
a mediating role in the relationship between the AMS Self-determined Motivation 
variables and the IIS Persistence attitudes variables. In addition, El did not function as a 
mediator in the relationship between the AMS Self-determined Motivation variables and 
the PBQ Persistence Behaviors variable as the estimates of the direct effects for each
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observation signified that the relationship between the predictor and the criterion and 
their significance levels were not affected by the presence o f the El mediator.
The lack o f mediation and significant differences in the analyses signified that the 
El mediator did not carry an influence from the AMS Self-determined predictors to the 
IIS criterion variables and from the AMS Self-determined Motivation predictors to the 
PBQ criterion variables. Further explanations and interpretations o f the estimates 
representing the degree to which the variables influence other variables are discussed in 
Chapter 5.
293
Chapter Five: Conclusions, Implications, and Recommendations
Black students' self-determination, emotional intelligence, and persistence 
attitudes and behaviors are areas that have not been observed together in a research study, 
thus leaving gaps in higher education literature. In particular, little is known about the 
sophomore experience, fueling misconceptions regarding this group o f Black students 
who are attending private and public historically Black colleges and universities. Thus, 
the purpose of this study was to examine the influence o f self-determination (in the forms 
of intrinsic motivation, extrinsic motivation, or amotivation), emotional intelligence, and 
persistence of second year Black students attending a private and a public HBCU, and to 
determine to what degree emotional intelligence serves as a mediating variable. The 
findings for the two site institutions were examined comparing the relationships existing 
between and among the measured constructs.
This chapter includes a summary o f the findings, and discusses the conclusions 
and implications for the study as well as an interpretation and contextualization o f results. 
Further, the implications of the study's results and suggestions for future research are 
presented to establish new directions for additional studies. The conclusions for this 
study help explain the ways in which these institutions function as motivating forces that 
move Black students toward persistence and degree completion. The implications o f the 
study's results reflect suggested practices that may inspire post-secondary institutions to 
dispel the myths and eventually eliminate negative stereotypes o f attending HBCUs, and 
to understand better how these institutions contribute to and foster self-determination and 
persistence o f the students they serve.
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Summary of the Findings and Discussion
This study investigated the self-determination, emotional intelligence, and 
persistence attitudes o f Black sophomores at a private and public HBCU. The findings 
from this research highlight how students with intrinsic and extrinsic motivations respond 
to the actions of caring faculty, with students from the public HBCU indicating greater 
correlation among the variables of motivation and care than their private HBCU 
counterparts. Likewise, public HBCU students also show higher correlations between the 
joy toward learning and satisfaction with the institution than private HBCU students. 
Students’ self-determination was negatively related to their academic performance, which 
reflects that they were not motivated by this external outcome. Emotional Intelligence 
does not play a role in persistence or completion.
Intrinsic motivation and the influence on persistence. The relationships 
between Black second year HBCU students' self-determined motivation and persistence 
was based on the reciprocal associations between their Intrinsic Motivation and 
Persistence Attitudes relative to the respondents' levels of Intrinsic Motivation to Know, 
Intrinsic Motivation toward Accomplishment, and Intrinsic Motivation to Experience 
Stimulation. Persistence attitudes were also based on their perceptions regarding Faculty 
Concern for Student Development and Teaching, Academic and Intellectual 
Development, and Institution and Goal Commitment. The correlation values showed 
Faculty Concern for Student Development and Teaching as having more relationships 
with the self-determined motivation variables in the three samples o f this study, although 
this relationship showed up less frequently in the private sample. Also, the findings show 
relationships existing between the Intrinsic Motivation variables and Academic and the
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Intellectual Development for the total and public samples. The private sample does not 
show these respective relationships.
The relationships between the self-determined intrinsic motivation forms and the 
persistence attitudes variables were observed to assist with determining the level to which 
intrinsically motivated learners viewed their professors' demonstration o f care and 
concern through teaching. The positive relationships found between the Intrinsic 
Motivation variables and Faculty Concern for Student Development and Teaching for the 
total and public samples align with studies confirming that students' internal desire to 
gain knowledge, accomplish tasks, and engage in the academic setting are influenced by 
their perceived satisfaction with the levels of professors' care and concern (Pascarella & 
Terenzini, 1980). These relationships also have a positive influence on learners' levels of 
conscientiousness (Lounsbury, et al., 2004), creativity, and quality o f efforts that 
motivate them to engage, accomplish and experience actions for the sake o f fulfilling 
their inherent need to gain knowledge, and contribute to their desire to remain at their 
current institutions (Sanson et al., 1999; Vallerand, 2004). O f the three samples, students 
at the public HBCU showed the strongest relationships between the intrinsic motivation 
variables (IM-KNOW, IM-ACCOM, and IM-STIM) and Faculty Concern for Student 
Development, respectively. These relationships suggest that more so than the private 
HBCU participants, the public respondents' believe that their intrinsic motivation to 
leam, to accomplish and master academic tasks, and to experience stimulation while 
engaging in challenging assignments are influenced by professors' demonstration of 
concern and care through their teachings. The weaker and in some cases, the lack of 
relationships exhibited by the private sample is surprising considering that these
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institutions have a reputation of offering a more personalized educational experience 
(Ekman, 2015), and they tend to cultivate learning environments in which emotional and 
social learning and self-reflection are encouraged (Lawry, 2008). Nonetheless, the three 
samples show relationships between the respondents' Intrinsic Motivation to Know and 
their perceived agreement that faculty demonstrate concern for their development and 
instruction. This relationship is consistent with previous research (O’Brien, 2010), which 
found that motivated learners tend to see their professors as members on campus who 
assist them in their transition through various stages o f academic life.
The participants with qualities of intrinsic motivation also seem to believe that 
their professors demonstrate care and concern in their roles as agents of academic and 
social integration, which are skills students need for working through uncertainty and for 
finding ways to fit into and feel comfortable in their sophomore experiences (Blimbling, 
2010). The faculty members’ efforts address basic psychological needs o f students who 
seek to build their competence, increase their ability to relate to others, and to become 
interdependent and autonomous learners (Deci & Ryan, 1999). These abilities are 
necessary for students to move toward higher levels of academic and social development 
by building intellectual skills, applying acquired knowledge, and using the new and 
current information to make sense of their intellectual and social experiences in support 
of persistence (Chickering & Reisser, 1993; Deci, Vallerand, & Ryan, 1991) at their 
HBCUs. It is anticipated then that the students in this study should persist in their studies 
and will develop enhanced social skills.
In  ter m s o f  th e  r e la t io n sh ip  b e tw e e n  In tr in sic  M o t iv a t io n  to  K n o w  an d  A c a d e m ic
an d  In te lle c tu a l D e v e lo p m e n t  fo r  th e  to ta l an d  p u b lic  sa m p le s , th e  re su lts  in d ic a te  that
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participants, who learn for the joy and interest in learning, are satisfied with the extent to 
which their intellectual development has been enhanced at their HBCUs. The 
relationships exhibited by the public sample suggest that individuals with an internal 
desire to learn tend to perceive their courses as being academically stimulating. The 
private HBCU students did not have significant results in this area, suggesting that they 
did not have as strong an internal drive to learn and that their intrinsic motivation to 
leam, to accomplish, and to experience stimulation in an engaging environment were not 
linked to their perceived academic and intellectual development experiences. Thus, the 
results of the public and total samples show that Black students who are internally driven 
to leam tend to be satisfied with their academic and intellectual development at their 
HBCUs because these institutions offer challenging academic environments with high 
expectations o f their success and persistence (Palmer & Gasman, 2008). The challenging 
environments seemed to have contributed to the total sample's commitment to reach their 
academic goals and to remain at their institutions as signified by the relationship between 
the Intrinsic Motivation to Know and Institution and Goal Commitment variables.
The other intrinsic variable observed was the Intrinsic Motivation toward 
Accomplishment. As stated throughout this study, the Accomplishment variable is task 
oriented in terms o f its description of individuals who engage in the environment to feel a 
sense o f involvement and competence (Deci & Ryan, 1991). The total sample of students 
reported perceptions reflective o f learners who seek to master assignments or tasks to 
gain a sense o f satisfaction and accomplishment. Overall, the students interactions with 
faculty was indicative of the sophomores' agreement that their non-classroom interactions 
with faculty had a positive influence on their overall growth, values, and attitudes
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(Pascarella & Terenzini, 1980). In addition, the total sample o f second year respondents 
perceived their Intrinsic Motivation toward Accomplishment to be associated with their 
Interactions with Faculty.
This supportive relationship is consistent with seminal and existing research on 
faculty and student interaction on college campuses. Astin (1999) found that faculty- 
student relationships positively correlate with students' academic satisfaction and success. 
As well, this finding is consistent with Schwartz's (2011) discovery regarding the benefits 
o f faculty-student relations in a study focusing on faculty mentorship for Black male 
STEM students. The success of the STEM students was attributed to the professors' 
ability to assist with problem solving and advising. Support from faculty members is 
critical to the Black sophomore experiences of negotiating where they come from and 
feeling comfortable in their current academic environment. The findings from my study 
indicate that when students feel supported by their faculty that they have higher self- 
motivation to accomplish tasks. Schwartz (2011) explained that faculty mentors who 
support students consider themselves as the bridge between the students' neighborhoods 
and their intellectual setting.
A significant relationship between Intrinsic Motivation toward Accomplishment 
and the students’ perceived Faculty Concern for Student Development was shown for the 
public HBCU sample. This relationship suggests that students who engage in tasks to 
experience a sense of involvement and satisfaction agree that their faculty demonstrate 
concern for their development as shown through the professors' passion for teaching and 
interest in helping students grow in more than academic areas (Pascarella & Terezini,
1980). Studies focusing on the cognitive and non-cognitive support offered by HBCUs
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found that the faculty demonstrated care and concern in their efforts to affirm students' 
academic potential and talents (Shorette, II & Palmer, 2015). These strategies help Black 
learners develop or maintain a positive self-concept and support their feelings inside and 
outside the classroom.
The relationship between the Intrinsic Motivation toward Accomplishment and 
Academic and Intellectual Development for the total sample and the public sample also 
suggested that students who engage in a task or activity to gain a sense o f self-satisfaction 
agree that their intellectual interests increased since being at their current HBCUs. The 
findings for the two samples suggest that as students' perceived satisfaction o f the 
academic environments increases, their need to accomplish tasks on campus to 
experience pleasure and satisfaction also increases. The private HBCU did not show 
strong significant relationships between these variables, hence an association between 
the respondents' Intrinsic Motivation toward Accomplishment and their perceived 
engagement in tasks for self-fulfillment was not confirmed.
The findings o f the present study also show that students' motivation is driven by 
their desire to engage in activities to experience stimulation, fun, and excitement. The 
total and public HBCU samples showed relationships between Intrinsic Motivation to 
Experience Stimulation and Interactions with Faculty, Faculty Concern for Student 
Development and Teaching, Academic and Intellectual Development, and Institution and 
Goal Commitment, respectively. The private sample also showed relationships between 
Intrinsic Motivation to Experience Stimulation and Interaction with Faculty, Faculty 
Concern for Student Development and Teaching, and Institution and Goal Commitment. 
The intrinsic variable does not share a relationship with Academic and Intellectual
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Development for students at the private HBCU, which is interesting given the institutions' 
emphasis on student commitment and on campus wide student retention efforts (Nettles 
etal., 1999; Robinson, 1990).
The significant relationships for the total and public HBCU samples indicate that 
students' intrinsic motivation to experience stimulation is associated with their perceived 
satisfaction with professors' ability to influence their intellectual growth and aspirations 
in positive ways (Pascarella & Terenzini, 1980). The relationship between Intrinsic 
Motivation to Experience Stimulation and Interaction with Faculty for the total, private, 
and public samples show that as students' desire to engage in activities to experience joy 
and excitement increases, their perceived satisfaction with the opportunities to meet and 
interact with faculty increases. The relationship between Intrinsic Motivation to 
Experience Stimulation and Faculty Concern for Student Development and Teaching for 
the total, private, and public samples show that as students' interests in engaging in 
activities to experience joy and excitement increases, their views regarding their 
professors' willingness to spend time beyond the classroom setting to discuss issues of 
interest become more favorable. Further, the relationship between participants' Intrinsic 
Motivation to Experience Stimulation and Institution and Goal Commitment for the three 
samples indicates that students' desire to engage in activities to experience joy and 
excitement is linked to high levels of confidence in their decisions to attend their current 
institutions. The Experience Stimulation variable is associated with students' satisfaction 
with the academic experiences on campus.
Regarding intrinsic motivation and persistence attitudes, this study found, on the 
one hand, that students at the public university had significant and respective correlations
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with Intrinsic Motivation to Know and Faculty Concern for Student Development and 
Teaching, Academic and Intellectual Development, and Interaction with Faculty. Also, 
correlations between Intrinsic Motivation toward Accomplishment and Faculty Concern 
for Student Development, Academic and Intellectual Development, and Institution and 
Goal Commitment were found. Additional relationships such as Intrinsic Motivation to 
Experience Stimulation and Interactions with Faculty, Faculty Concern for Student 
Development and Teaching, Academic and Institution Development, and Institution and 
Goal Commitment were found. On the other hand, students at the private university did 
not have relationships with Intrinsic Motivation to Know and Interactions with Faculty, 
Academic and Intellectual Development, and Institution and Goal Commitment, 
respectively. Instead, the participants at the private HBCU showed correlations between 
Intrinsic Motivation to Know and Faculty Concern for Student Development, Intrinsic 
Motivation toward Accomplishment and Institution and Goal Commitment, and Intrinsic 
Motivation to Experience Stimulation and Faculty Concern for Student Development and 
Institution and Goal Commitment, respectively. Differences in intrinsic motivation 
existed for the students at the public HBCU compared to the private HBCU.
Extrinsic motivation and persistence attitudes. This study determined the 
degree to which the orientations o f external motivation were associated with persistence 
attitudes and persistence behaviors for the study participants. The results indicated a 
relationship between Extrinsic Motivation Identified Regulation and Faculty Concern for 
Student Development for the total, private, and the public samples. The findings show 
that the second year students' ability to embrace the values o f influential others and use 
them as motivators to perform tasks is related to their perceived levels o f Faculty
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Concern for Student Development and Teaching at their respective HBCUs. This result 
is consistent with the research finding that students, who integrate the values of 
influential people in their homes and communities, have a high regard for instructors who 
care for them in an academic climate (Kerman, Kimball, & Martin, 1980).
Relationships were found between Extrinsic Motivation Identified Regulation and 
Persistence Attitudes variables for the total, private, and the public samples. On one 
hand, the students at the public university had significant and respective correlations with 
Extrinsic Motivation Identified and Faculty Concern for Student Development and 
Teaching and Academic and Intellectual Development. Also found were correlations 
between Extrinsic Motivation Identified Regulation and Faculty Concern for Student 
Development and Teaching and Academic and Intellectual Development, respectively. 
Additional respective relationships such as Extrinsic Motivation Introjected Regulation 
and Faculty Concern for Student Development and Teaching and Academic and 
Institution Development and Extrinsic Motivation External Regulation and Faculty 
Concern for Student Development were found. On the other hand, the participants at the 
private HBCU did not show correlations between Extrinsic Motivation External 
Regulation and Faculty Concern. However, like the public HBCU participants, the 
private sample showed respective relationships between Extrinsic Motivation Identified 
Regulation and Faculty Concern and Academic and Intellectual Development. Unlike the 
public sample, correlations were found between Extrinsic Motivation Identified 
Regulation and Institution and Goal Commitment, and Extrinsic Motivation Introjected 
and Institution and Goal Commitment.
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The positive associations between the variables may be influenced by the student- 
advising relationships at the private HBCU, which often uses a combination of intrusive 
and supportive strategies to ensure that faculty and administrative advisors partner with 
students in support o f their academic and social development and decision making 
process on campus. The associations between variables may also be reflective of the 
public HBCU's collaborative advising system, which also includes intrusive strategies 
and supportive relationships as students connect with faculty and other members of the 
advising community to support them as they make informed decisions regarding their 
personal, social, and personal goals. Often times, HBCU students leam and adopt new 
academic values from the advising staff on their campuses (Davis, 2015). These values 
serve as motivators and as a foundation for their academic and intellectual developmental 
experiences.
Intrusive advising strategies are often used for students needing encouragement 
and to build the kind of relationships that anticipate learners' needs (Davis, 2015). 
However, the student-advisor relationship at the HBCUs sets the tone for learners' 
development and academic performance in the classroom because o f its focus on 
academic awareness, self-assertiveness and regulation ability toward their education. 
Davis (2015) argued that these skills contribute to students' ability to improve in 
necessary areas. With these advising models in place, students who are externally 
motivated by receiving values from influential others (e.g., advisors) may be likely to 
agree that their institutions perform well academically and that their interest in 
intellectual matters increased (Pasearelli & Terenzini, 1980) since attending their 
HBCUs. The student-advisor as well as student-faculty experiences contribute to the
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connection between the Identified variable and students' Institution and Goal 
Commitment.
An additional relationship observed in this research existed between Extrinsic 
Motivation Identified Regulation and Peer Group Interaction, but for the private sample 
only. The relationship between Extrinsic Motivation Identified Regulation and Peer 
Group Interactions signify that students who are motivated to embrace other learners' 
values in the small private HBCU environment, have frequent contact with their peers 
and enjoy opportunities for bonding and creating close and personal friendships on 
campus (Pascarella & Terenzini, 1980). As stated in Chapter 2, peer interaction is 
important for second year students who become discouraged when they experience a 
sense o f isolation. Bush and Bush (2010) discovered that peer-to-peer is a form of 
interaction experienced on campus that contribute to increased morale and 
encouragement and a motivating source of Black students.
When external values have been internalized to avoid guilt or pressure or to avoid 
sanctions, individuals exhibit introjected motivation behavior. The findings o f this study 
show Extrinsic Motivation -Introjected Regulation to positively correlate with Faculty 
Concern for Student Development & Teaching for the total, private, and public samples. 
Based on the mean scores, which fell within the Agree range on the IIS and the 
Correspond A Lot range on the AMS, respondents' tended to believe that their professors 
are generally interested in their academic experiences. They also believe and that their 
faculty members are outstanding and superior teachers (Pascarella & Terenzini, 1980). 
This result is consistent with other studies documenting the high levels in which HBCU 
faculty encourage and support their students (Cokley, 2003; Steele, 1997/1999), but
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departed from previous findings indicating that internalizing external pressures from 
others contribute to decreased positive attitudes toward the learning environment 
(Gottfried, Fleming, & Gottfried, 1994). The Introjected variable positively related to 
Academic and Intellectual Development for the total and private samples, and correlated 
with Institution and Goal Commitment for the total and private samples. These findings 
indicate that students, who are motivated to engage in the academic and social 
environments to avoid external pressure opposed to integrating the educational values on 
their own, agree that their academic interest have increased since attending their HBCUs 
and that they performed academically well as anticipated (Pascarella & Terenzini, 1980). 
Also suggested is that students who are motivated by external pressure, believe that 
earning good grades and graduating from their current HBCUs are important to them. 
Thus, the context o f the private HBCU created an environment o f peer influence that was 
positive for students.
Similar to other parents, the parents o f Black students consider motivation to be 
an entry point to academic engagement, achievement, and success (Irvin, Meltzer, & 
Dukes, 2007). The students sense some pressure when parents feel the need to motivate 
them by articulating their expectations, as they understand that their children will face 
uninhibited doubt about their academic abilities, along with low expectations for success 
and high expectations for failure in a society, which has historically underestimated and 
held cynical views about Black academic talent (Aronson & Steele, 2005). In response to 
society's perceptions, Black parents function as external motivators who share values of 
achievement and promote positive self-esteem in support o f their students' academic 
engagement, success and persistence (Martin, Marsh, Mclnemey, Green, & Dowson,
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2007). As students' external motivators, parents rely on the personnel in the family-like 
private or public HBCU environment to demonstrate the high levels o f care and concern 
and create opportunities for the student-faculty interaction that cultivates exceptional 
academic and social experiences. Moreover, they trust that the HBCUs would support 
learners' self-efficacy, self-regulation, and self-determination to include the external 
outcomes o f academic achievement, success, and degree completion as shown through 
the connections between the private and public samples' relationships between their 
external motivation and attitudes toward aspects o f their campuses.
The External Regulation Motivation variable measured whether the student was 
motivated by sources outside of themselves (Deci & Ryan, 2000). Students can be 
motivated by tangible or psychological external rewards such as grades or praise (Brown, 
2007). The results of this study show a positive correlation between External Regulation 
and Faculty Concern for Student Development and Teaching for the total and public 
samples. These findings suggest that externally motivated students perceive their faculty 
as willing to spend time outside o f the class to discuss issues o f interest and importance to 
students. The finding is reasonable given that developing healthy relationships with 
faculty and faculty encouragement are strong predictors of academic success (Cokley, 
2003). By spending time with faculty, externally motivated learners develop the ability 
to persist at perceived uninteresting tasks through self-regulation and develop an 
orientation to their goals in which learning becomes performance focused and the grade 
or another outcome become the reward needed for recognition (Sanson & Thoman, 2006; 
Young, 2003).
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Cokley (2003) contended that Black students are externally motivated, although 
those on predominately Black campuses tend to be more intrinsically driven. The 
findings o f this study indicate that Black students are both intrinsic and extrinsic learners, 
although the extrinsic motivation means were higher than the intrinsic means, supporting 
Cokley’s (2003) assertion about the critical nature o f external motivation for Black 
students. There was no statistically significant difference for the Extrinsic Motivation 
External Regulation between the private and public institutions.
This investigation found the motivation levels o f the Black participants to be 
different from society's perceptions o f them (Cokley, 2003), especially when the factors 
of Faculty Concern, Interactions with Faculty, and Peer Group Interactions were included  ^
as part o f the framework. The above findings begin to debunk the myth that Black HBCU 
students lack motivation (Aronson & Steele, 2005).
Amotivation. With a mean of 1.84 (SD =1.182) for the total, M=l .79 (SD =
1.214) for the private, and M= 1.89 (SD -  1.153) for the public samples, this research 
determined that the students' did not indicate they were not motivated. The results of a 
correlation analysis revealed that amotivation or the lack o f motivation did not 
correspond to participants' perceived levels o f self-determination. A correlation analysis 
yielded negative relationships between Amotivation and Peer Group Interactions for the 
total, private, and, public samples. These relationships suggest that as students' levels of 
amotivation decrease when their interactions with peers increase or increase when their 
interactions with peers decrease. The finding of this inverse relationship were aligned 
with DuBois, Felner, Brand, Adan, and Evans' (1992) study, which found that students' 
perceptions o f the social and emotional support from peers was associated with
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motivational and prosocial behaviors. A negative relationship was also discovered 
between Amotivation and Institution and Goal Commitment for the public sample to 
signify that respondents' perceptions reflecting their intentions or Agreement to graduate 
from their respective HBCUs, were negatively aligned with Amotivation.
Because students exhibited some level o f motivation by their mere participation in 
the study, it is not surprising to see amotivation not emerging as a factor for the 
participants. Likewise, the students included in the study were sophomores, which 
indicates that they persisted beyond their freshman year and returned to college. This 
action also would imply a level o f motivation to persist was already present for the 
participants.
Self-determined motivation & persistence behavior. Correlations were 
conducted to determine if associations existed between the AMS Self-determined 
Motivation (SDM) forms and the PBQ Persistence Behavior items. The PBQ items were 
factorized to reduce redundancies in the set o f related variables to ensure that the items 
on the instruments were independent of one another. The analysis of the relationship 
between Black second year HBCU students' self-determined motivation included 
correlations between o f the total, private, and public samples' intrinsic and extrinsic 
motivation forms and their academic performance and persistence plans. Significant 
correlations were discovered in relationships between the SDM variables and the PBQ 
Academic Performance item.
The relationships existing between the SDM Intrinsic Motivation to Know and the 
PBQ Academic Performance for the total, private, and public samples indicated that the 
respondents' intrinsic motivation to leam for the enjoyment of learning is negatively
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related to their academic performance. Further, negative relationships existed between 
respondents’ Intrinsic Motivation toward Accomplishment and Academic Performance 
for the total, private, and public samples. These findings seem to be counter intuitive to 
investigations linking forms o f intrinsic motivation to high levels of academic 
performance (Asif, 2011; Froiland & Oros, 2012). The results suggest that as Black 
second year students Intrinsic Motivation forms o f To-Know and Toward 
Accomplishment increase, their academic performance decrease. These findings indicate 
that Black second year HBCU students' intrinsic behaviors are more reflective o f their 
desire to achieve personal competence and academic autonomy and less reflective o f their 
focus on external goals such as academic performance. Cokley (2003) argued that Black 
students at HBCUs tend to be intrinsically motivated; however, their motivation 
orientation is not related to their academic performance. One explanation for the 
negative relationship between the participants' internal desire to leam and their academic 
performance was provided by Deci and Ryan (1999) who asserted that intrinsically 
motivated students who seek knowledge for self-improvement tend to see academic 
performance as an outcome, but not the focus o f intrinsic learning experience. Thus, 
external controls such as academic performance may not relate to the learning goals of 
the intrinsic student.
Other studies conducted by Deci and Ryan (1980) provide support for the current 
investigation's results in their findings that intrinsically motivated students who seek to 
accomplish a task are interested in feeling competent and a part of a community opposed 
to meeting an end goal o f performance that is set in this case by faculty members. 
Therefore, if  intrinsically motivated students leam that their participation in an activity is
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linked to external outcome such as GPA or grades, they may perceive these contingencies 
as stressful and detrimental to their intrinsic motivation orientation (Dev, 1997).
Significant correlations were not discovered in the relationships between the SDM 
intrinsic motivation variables and the PBQ Persistence Plans variables indicating no 
associations between the respective Intrinsic Motivation forms and the private and public 
samples' plans to continue, to register, and to have a payment plan in place for the 
following semester. The lack of relationships between the private and public samples' 
Intrinsic Motivation forms and their plans to continue as shown through their 
preregistration efforts and identification o f a payment plan for the subsequent semester 
may be linked to the nature and function o f intrinsic motivation. For example, intrinsic 
motivation includes a psychological goal o f intellectual pleasure (Reiss, 2004) and the 
function o f this self-determination orientation is knowledge mastery and self- 
improvement (Goudas & Biddle, 1994). Thus, the students' behavior indicating their 
plans to continue did not seem to link to their intrinsic motivation behavior.
In terms o f the relationships found between the Intrinsic Motivation and 
Persistence Behavior variables for the private and the public samples, the private sample 
showed significant negative relationships between Intrinsic Motivation to Know and 
Academic Performance. An additional negative correlation was discovered between 
Intrinsic Motivation toward Accomplishment and Academic Persistence. The public 
university shared fewer relationships with the intrinsic variables and the Academic 
Performance variable than the private sample, although like the private HBCU, a 
significant and negative relationship between Intrinsic Motivation toward 
Accomplishment and Academic Performance was determined.
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Extrinsic motivation and persistence behaviors. This study investigated 
second year HBCU students' extrinsic motivation and persistence behavior to determine 
whether their extrinsic motivation forms were associated with their academic 
performance. The results o f this investigation revealed significant negative relationships 
between respondents' Extrinsic Motivation Identified Regulation and Academic 
Performance for the total and private samples. Other significant negative relationships 
were between Extrinsic Motivation Introjected Regulation and Academic Performance 
for the total, private, and public samples. These relationships suggest that increased 
extrinsic motivation is linked to a decreased focus on the academic performance. In other 
words, a student with Identified Regulation skills may attend to the process of 
internalizing the educational values shared by others before focusing on their academic 
outcomes. The integration o f shared values occurs once the students deem them as 
meaningful and these values eventually serve as sources of motivation and empowerment 
for students seeking to reach their end goal (e.g., academic achievement; Deci & Ryan, 
1999/2000d).
In terms of Introjected Regulation qualities, the negative relationship between 
Introjected Regulation skills and Academic Performance may be indicative o f students' 
focus on and responses to external motivators to avoid anxiety or pressure. Therefore, a 
focus on the motivating pressures may not necessarily be associated with the students' 
academic performance (Deci & Ryan, 2000d). The results raise the possibility that the 
focus o f extrinsically motivated Black second year students may not necessarily be 
undertaking the academic tasks to gain competence, but instead the focus may be on 
accepting the values o f influential others to avoiding anxiety or to escape pain associated
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with lack o f motivation and failure. Significant relationships were not found between the 
SDM extrinsic variables and the PBQ Persistence Plans variables, which indicated no 
associations between the respective extrinsic motivation forms and the private and public 
samples' plans to continue, to register, and to have a payment plan in place for the 
following semester.
In terms of the relationships found between the Extrinsic Motivation and 
Persistence Behavior variables for the private and the public samples, the private sample 
showed significant and negative relationships between Extrinsic Motivation Identified 
Regulation and Persistence Behavior and Extrinsic Motivation Introjected Regulation and 
Academic Performance. The public HBCU sample showed a single relationship. For 
instance, a significant and negative relationship was discovered between Extrinsic 
Motivation Introjected and Academic Performance.
Amotivation & persistence behavior. The total, private, and public samples 
revealed significant positive relationships between Amotivation and Academic 
Performance. Accordingly, the students' amotivation levels correspond with their 
academic performance levels. The low Amotivation mean scores reflect students' non­
motivation behaviors and the high means reflect their perceived academic performance 
and indicate that on the average, the motivated sophomores in this study reported that 
they attend class regularly, perform at least on the satisfactory level in their courses, and 
are in good academic standing at their HBCUs. The unmotivated students, on the other 
hand, have poorer academic performance. There was no significant correlation between 
the SDM Amotivation and the PBQ Persistence Plans variables indicating that there is no 
relationship between the respective samples (e.g., private and public) levels of
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amotivation and their plans to continue, to register, and to have a payment plan in place 
for the next semester.
Overall the results o f this study suggest that students who are intrinsically and 
extrinsically oriented acknowledge that caring faculty are associated not only with their 
levels of academic and social engagement, but also their with their levels o f satisfaction, 
learning gains (Micari & Pazos, 2012), and their persistence decisions and actions 
(Hoffman, 2014; Pascarella & Terenzini, 2005). Conversely, faculty who do not exhibit 
care and concern through their teaching contribute to students' diminished self-efficacy. 
The lack o f care on behalf of faculty also contributes to students' academic 
disengagement, and lack of achievement in the academic setting (Hoffman, 2014). The 
response levels o f the public HBCU sample represented low to moderate associations, but 
showed most o f the relationships existing between the self-determined motivation forms 
and Faculty Concern for Student Development and Teaching. These relationships 
suggested students' preferences to acknowledge their professors as mentors who show 
interest in their knowledge acquisition and growth and as individuals who will not give 
up on students in their learning and growth processes (Hoffman, 2014).
The private HBCU sample showed weaker associations than the public sample in 
the relationships between Faculty Concern for Student Development and Teaching and 
Intrinsic Motivation to Know and Intrinsic Motivation to Experience Stimulation 
variables, respectively. For this sample, the connections between Faculty Concern and 
students' intrinsic desire to gain knowledge and to engage in tasks for the enjoyment of 
the activity, respectively, may signal the possibility that faculty at the private institution 
appeal to students' intrinsic qualities on lower levels than the public institution's faculty.
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A similar trend exists in the respective relationships between the students' 
Extrinsic Motivation Identified, Extrinsic Motivation Introjected variables and Faculty 
Concern for Student Development and Teaching. These relationships suggest that faculty 
at the private institution appeal to students' extrinsic qualities less often or on lower levels 
than the public institution's faculty. In other words, the HBCU private sample shows less 
experiences with the demonstration of faculty care and concern through teaching in 
moments during which they internalize and adopt important educational values on their 
own or do so to avoid pressure in support of reaching their desired external goal of 
pleasing influential others who motivate the learners' progress toward degree completion. 
These relationships may be linked to the private institution's focus on faculty care and 
concern for students' internal development as shown in the relationships between the 
intrinsic motivation forms and the Faculty Concern variable. This finding indicates 
slightly stronger connections than the correlations represented by the students' 
perceptions o f faculty concern and the respective extrinsic variables.
Despite the quantity and magnitude of the relationships, the total sample of 
participants provided responses to suggest that Black sophomore HBCU students believe 
that their faculty play a critical role in the enhancement o f their intrinsic and extrinsic 
qualities in the learning and social environments. Additional responses assisted with 
understanding that wholesome faculty-student relationships are sustained through the 
support, care, and respect demonstrated in pedagogy. These relationships allow a group 
of vulnerable students to see their faculty function as guardians o f their academic 
development and partners in their learning experiences. It is also these relationships that 
align with Pascarella and Terenzini's (1979) findings that faculty-student informal
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interactions beyond the classroom reinforce formal academic experience and promote 
students' social and academic integration and persistence, and prompts a discussion of 
students' development in these experiences through Chickering and Reisser's (1993) 
vectors.
Frequent demonstrations of faculty care and concern for students as shown in a 
pedagogy centered on high expectations is critical for sophomores who move towards 
and through their developmental experiences of gaining a strong sense o f intellectual and 
interpersonal competence. Faculty care and concern is also important for students as they 
seek to learn and adopt strategies for controlling negative and self-defeating emotions 
(e.g., fear and anxiety) and to become interdependent problem-solvers in their quest to 
persist through their programs (Chickering & Reisser, 1993). Further, the demonstration 
of care and concern leads to healthy and supportive faculty-student relationships and 
provide opportunities for learners to observe models o f social behavior and mentorship 
that guide them in their experiences of establishing mature interpersonal and meaningful 
relationships. Faculty who demonstrate concern contribute to an appreciation of human 
differences, the formation o f students' personal identities, and connections to students' 
sense o f purpose and personal interests. Eventually, the culmination o f some or all of 
these experiences leads to the development o f integrity in which students begin to 
consider, humanize, and personalize values in genuine ways (Chickering & Reisser, 
1993).
Statistical differences of AMS, IIS, & PBQ responses. This research sought to 
determine whether differences existed between the private and public samples' mean 
responses on the AMS, IIS, and PBQ, thus an independent sample's /-test was conducted
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to determine whether statistically significant differences existed between the two types of 
institutions.
Table 72
Mean Comparisons fo r  the AMS, IIS, and PBQ
HBCU
Private
M SD HBCU
Public
M SD t
(2-tailed)
Sig.
IM-KNOW
(AMS)
5.66 .955 IM-KNOW 6.00 .946 -2.596 .01**
AIDV
(IIS)
3.95 .621 AIDV 4.16 .556 -2.585 .01**
ACAD/PERF
(PBQ)
.03 1.114 ACAD/PERF -.29 .908 2.18 .03*
PERSIST
PLAN
(PBQ)
.49 1.243
PERSIST
PLAN -.02 .375 3.89 .00**
Note: **p <  .01 , *  p <  .05. Items are coded as: IM-KNOW- Intrinsic Motivation to Know, AIDV- Academic & 
Intellectual Development, ACAD/PERF- Academic Performance, PERSIST/PLAN- Persistence Plans
Table 72 shows the mean comparisons for this study and displays the variables 
showing a significant difference between the private and public means. The mean 
comparisons for the AMS Self-determined Motivation revealed a statistically significant 
difference for the IM-KNOW with the mean score for the public relative to the private 
HBCUs. In terms o f the mean comparisons for the IIS Persistence Attitudes variables, 
students at the private HBCU had lower means compared to the public HBCU for the 
Academic and Intellectual Development variable. Before now, a study comparing the 
intrinsic and extrinsic motivation levels o f private and public HBCU students has not 
been conducted. Thus, the findings are important as they represent real differences
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between private and public HBCUs regarding student motivations (Gall et al., 2007; 
Kiess, 1996).
Previous research on private and public HBCUs helps to understand that the 
above statistical significant findings may differ from expectations that the small private 
HBCU environment would have higher mean scores than the public HBCU. Considering 
that the private HBCU relies on federal aid for its students and on private dollars coming 
from fundraising efforts, alumni support, and philanthropic organizations as sources of 
revenue for student scholarships and campus operations (Garibaldi, 1984; Nelms, 2009), 
these institutions may face challenges with funding mentorship programs and support 
services on similar levels as the public institution. The means for the public institution 
may be reflective o f strong mentorship opportunities for students, a robust sophomore 
experience program, and financial resources to fund additional support services.
The institution comparison of PBQ Persistence Behavior means showed the 
private HBCU sample possesses higher Academic Performance means compared to the 
public HBCU sample. In addition, the private sample had a higher Persistence Plans 
mean than the public sample. The statistical significant difference between the private 
and public samples is aligned with the conceptions o f theorists who assert that small 
campuses offer more opportunities for students to interact with faculty and that these 
interactions are factors for increased academic performance and persistence (Komarraju, 
Musulkin, & Bhattacharya, 2010; Vuong, Brown-Welty, & Tracz, 2010).
An overview of the mean comparisons of both samples highlights that the 
Persistence Attitudes component o f Academic and Intellectual Development favors the 
public sample, whereas the Persistence Behavior components o f Academic Performance
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and Persistence Plans favor the private sample. The higher Persistence Attitudes means 
for the public sample indicate that the students perceive their Academic and Intellectual 
Development experiences to be more intellectually stimulating and to have a more 
positive influence on their intellectual growth experiences and interest in ideas 
(Pascarella & Terenzini, 1980) than the private HBCU students’ beliefs about their 
institution. This finding is interesting given the lower faculty-student ratio at the private 
institution, and based on research that shows that students develop and build on their 
academic qualities and skills more thoroughly than at larger public colleges and 
universities (Shaw, 2011).
The results of the Persistence Behavior mean comparisons o f the private and 
public samples suggest that the private second year students are more responsive than the 
public sample of sophomores to the ways in which their institutions have organized their 
efforts to improve achievement and retention (College Board Advocacy, 2009). The 
higher degree o f academic performance and persistence plans for the private sample 
aligns with research that shows that most small tuition-dependent institutions have 
established retention strategies, learning outcomes with progression metrics, and 
opportunities for (student-centric) academic advising and preregistration procedures 
(College Board Advocacy, 2009). These institutions also have a streamlined process for 
financial aid and tuition solutions for rising tuition costs such as federal supplemental and 
guaranteed state tuition assistance grants and scholarships (Shaw, 2011; Wright, 2011). 
The grants and scholarships provided make post-secondary education more affordable for 
full-time students, especially in-state low SES learners who seek to progress through the
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academic year (Carter, 2006; College Scholarship.org, n.d.; Gurin & Epps, 1975; Shaw, 
2011; Wright, 2011).
Self-determination and EL With a focus on the relationships between the 
MSCEIT El-Total score and the AMS Self-determined forms of motivation, this study 
indicated no associations between Black second-year students' self-determined 
motivation and emotional intelligence total scores for the total, private, or public samples. 
Therefore, the findings of this particular study are aligned with research suggesting that 
individuals' intrinsic or extrinsic motivation to persist is not associated with emotional 
intelligence skills, but rather with cognitive reasoning in which individuals' desire to feel 
and do in various contexts provide a basis for a reasonable connection between the 
critical thinking and emotional life (Elder, 1996). Proponents of El, however, would 
observe the significant relationships between the public sample's AMS Persistence 
Attitudes variable and El branch score. In addition, they would identify the associations 
between Amotivation and EI-Management and imply that the positive relationships 
between the variables are associated with their emotional intelligence skills and students' 
low levels o f amotivation. The public sample o f HBCU sophomores to use their 
emotions to manage themselves and to make healthy decisions on their campus (Mayer et 
al., 2011) to a greater extent than the private sample. It is possible that the students at the 
public HBCU responded in this manner because of their institution's comprehensive 
counseling center and academic advising service with staff trained to specifically address 
sophomore concerns that can decrease motivation. The private institution offers 
counseling and advising services, but on a smaller scale.
320
Research argues that sophomores are often in search of a sense o f belonging and 
the appropriate level o f guidance to support their cognitive and to enhance their non- 
cognitive capabilities, which can be used to develop self-regulation skills and confidence 
on campus (Evenbeck, 2010; Vuong et al., 2010). Vuong, and associates (2010) 
acknowledged that Black sophomores are among first generation students on campus 
who are challenged to transition into an academic year that may bring various forms of 
stress that could hinder their academic achievement.
Despite these challenges, the relationship between El Managing and Amotivation 
implies that the public sample of sophomores low amotivation levels were reflective of 
the fact that they had enough motivation to apply, attend, and remain at their university as 
evidenced by their advancement to the sophomore level. Thus, a continued adjustment to 
and movement through their second year requires improvement of their emotional 
intelligence skills with the assistance o f their counselor and advisors.
El and persistence attitudes and behavior. The correlation analysis revealed no 
relationships existing between the El and IIS variables to indicate that respondents' 
combined emotional intelligence skills as captured by the El-Total score were not 
associated with their perceived peer group interactions, interactions with faculty, faculty 
concern for student development and teaching, academic and intellectual development, 
and institution and goal commitment. Nevertheless, positive and significant relationships 
were discovered between the El branch scores and several IIS variables. For example, 
the overall sample displayed a relationship between El-Facilitating and Interactions with 
Faculty. With mean scores to reflect the Consider Improvement range on the MSCEIT, 
and the Agree range on the IIS, the relationship between the variables indicated that
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students' increased use of El-Facilitating skills leads to favorable perceptions o f their 
interactions with faculty. Mayer and associates (2011) found that students are able to 
deal more effectively with others when using their emotional intelligence skills to 
prioritize their cognitive system. In other words, students with favorable perceptions of 
their interactions with professors are those who are able to decipher and attend to 
important matters in their lives.
Other relationships found were between El-Understanding and the IIS 
Interactions with Faculty and El-Managing and the IIS Interactions with Faculty for the 
total and private samples. The relationship between the El-Understanding and the 
Interactions variable for the total and private samples indicated that as students increase 
their ability to understand their and others' emotions, they are likely to have favorable 
perceptions o f their experiences and interactions with their professors. The public sample 
had lower mean scores than the private for all El branches including Understanding and 
Managing, and despite the sample's favorable perceptions o f their non-classroom 
interactions with faculty, significant relationships were not indicated between EI- 
Understanding and Interactions with Faculty and El-Managing and Interactions with 
Faculty. Mayer and associates (2011) contended that individuals who understand their 
emotions are those who can recognize what people, issues, situations, or events trigger 
specific emotional responses, and they are able to control their emotions using their 
ability to respond appropriately to various matters. Thus, students with favorable 
responses o f their interactions with faculty are those with emotional self-understanding as 
exhibited in their ability to label their emotions and use their emotional intelligence to 
develop mature and sustainable relationships with others (Mayer et al., 2011).
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The relationship between the EI-Management and Interactions with Faculty for 
the total and the private samples indicated that students' increase use o f emotional 
management skills correlates with favorable experiences relative to interacting with 
faculty. The El-Managing skill entails one's awareness and acceptance of their own and 
others' emotions and using emotions for problem-solving in their stressful and demanding 
environments (Mayer et al., 2011). The lack of relationship between the public sample's 
Interactions with Faculty and their EI-Management may be indicative o f low El as 
sophomores who are continuing to develop their affective skills at a critical transitional 
point o f their college student life cycle. However, their positive relationships with 
faculty may be attributed to their ability to use emotional management skills to maintain 
their high levels o f motivation.
El & persistence behaviors. The study participants' responses to the MSCEIT 
Emotional Intelligence and the PBQ Persistence Behavior measures were analyzed to 
determine if  significant relationships existed between their emotional intelligence and 
persistence behaviors. The results of the analysis showed significant relationships 
between the El-Total score and Persistence Plans for the overall sample and with EI- 
Total and Persistence Plans for the private samples, but not for the public HBCU sample. 
The total sample also displayed a relationship between El-Understanding and Persistence 
Plans. The relationships between the El-Total scores and Persistence Plans indicated that 
the HBCU students' increased use of their emotional intelligence skills is associated with 
their plans to continue their enrollment to the following year as signified by their 
preregistration status and an identification of a payment plan for tuition for the 
subsequent semester. These findings suggest that students who perceive, access,
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generate, understand, and regulate their emotions (Mayer et al., 2011) tend to exhibit 
behaviors reflecting their interest in continuing their education at their current HBCUs.
The findings relative to the Black sophomore's emotional intelligence total score 
and persistence plans are unsurprising considering that females, who tend to spend more 
time than men connected to their emotions and who are known to use their emotional 
intelligence to sustain relationships and social networks represent 71.5% o f the total and 
75% of the private samples (Femandez-Berriocal, Cabello, Castillo, & Extremera, 2012). 
Although females represented the largest subset of students in the total and private 
samples, the influence o f males, who represented 28.5% for the total and 25% for the 
private samples, is consistent with research findings supporting their abilities to 
demonstrate empathy and manage feelings o f distress (Goleman, 2011).
The emotional intelligence skills o f the females and males in the total and private 
samples seemed to serve as protective factors (Bradshaw, 2009) that support them in their 
persistence process and through their abilities to self-regulate in challenging situations. 
Further, females and males use their emotions competencies to solve, overcome 
problems, and move through ambiguities that can disrupt their plans and efforts to 
achieve and progress to the next semester (Ahmad, Bangash, & Khan, 2009; Bradshaw, 
2008; Parker, Summerfeldt, Hogan, Majeski, 2004). Although empirical research has 
shown that women and men use their emotions to overcome problems, men are known to 
regulate their emotions with less effort or more efficiently than women (McRae, Ochsner, 
Mauss, Gabrieli, & Gross, 2008). This ability could stem from the tendency o f males to 
use emotions as a method of getting things done and accomplishing tasks in an automatic 
way (McRae et al., 2008; Wood & Inman, 1993).
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The total and private results are different from the public sample finding, which 
showed no relationships between the El scores (total and branch) and Persistence P lans- 
suggesting that their plans to persist are not associated with their use o f emotional skills. 
The relationship between the El-Perceiving and Persistence Plans variables for the total 
and private samples suggests that participants who begin to decipher their own and 
others' emotions demonstrate behaviors reflecting their intentions to continue their 
enrollment at their current HBCU based on their preregistration status and the 
identification of a payment plan. In consideration o f their responses on the MSCEIT and 
the PBQ, the HBCU sophomores who seek to develop their El-Perceiving skills may 
begin to use their emotions to inform their persistence behaviors in goal-directed ways 
(Pekrum et al., 2007). An additional relationship observed was between EI- 
Understanding and Persistence Plans for the total sample. This finding indicates that as 
students increase their awareness of their own and others' emotions and as they utilize 
their understanding skills to label emotions and problem-solve (Mayer et al., 2011), they 
are likely to demonstrate academic persistence through their continued enrollment at their 
current institutions.
In view of the critical roles that students' El skills play in the persistence behavior 
(e.g., Persistence Planning) of the private sample, the limited number o f correlations and 
the lack o f relationships between Emotional Intelligence and Persistence for the public 
sample are surprising since research has found El skills to be linked to life satisfaction 
(Palmer, Donaldson, & Stough, 2002) and associated with students' successful transitions 
in college, and related to their desire to become engaged in campus activities and remain 
in contact with faculty and campus professionals (Sparkman, Maulding, & Roberts,
3 25
2012). In spite of the low levels o f correlations presented in the El section o f this study, 
the analyses produced results that determined whether El and Persistence variables are 
related, however, additional information was needed to determine if the effect o f the 
causal variable on the outcome variable in this study was due to a mediating variable.
The statistical procedure used for analysis provided data needed to understand if the 
AMS Self-determined Motivation variables predicted on the IIS Persistence Attitudes and 
PBQ Persistence Behavior variables, and if the MSCEIT El-Total score functioned as a 
mediating variable that carries influence in the relationship between the causal and 
outcome variables. The steps for the path analyses highlighted in this study provided a 
way of understanding the mediating effect of the Emotional Intelligence Total score.
Mediating effect of EL The findings o f this study indicate that the El-Total 
score did not mediate in the analyses using Intrinsic Motivation to Know, Intrinsic 
Motivation toward Accomplishment, and Intrinsic Motivation to Experience Stimulation 
as the predictors and Peer Group Interactions, Interactions with Faculty, Academic and 
Intellectual Development, and Institution and Goal Commitment as dependent variables. 
The results suggest that the El-Total score was not a predictor of participants' intrinsic 
forms of self-determined motivation and persistence attitudes.
For the analyses using Extrinsic Motivation Identified Regulation, Extrinsic 
Motivation Introjected Regulation, Extrinsic Motivation External Regulation, and 
Amotivation as predictors and Peer Group Interactions, Interactions with Faculty, 
Academic and Intellectual Development, and Institution and Goal Commitment as 
dependent variables, the El-Total score did not mediate in the significant relationships 
observed in the models for the three samples. The results suggest that the El-Total score
326
was not a predictor o f participants' extrinsic forms of self-determined motivation and 
persistence attitudes.
In terms of persistence behaviors, the findings indicate that for the analyses using 
Intrinsic Motivation to Know, Intrinsic Motivation toward Accomplishment, Intrinsic 
Motivation to Experience Stimulation as predictive variables and Academic Performance 
and Persistence Plans as dependent variables, the El-Total score did not mediate in the 
respective models for the three samples. The results suggest that the El-Total score was 
not a predictor of participants' intrinsic forms of self-determined motivation and 
persistence behaviors.
Further, the findings indicate that for the analyses using Extrinsic Motivation 
Identified Regulation, Extrinsic Motivation Introjected Regulation, Extrinsic Motivation 
External Regulation, and Amotivation as predictive variables and Academic Performance 
and Persistence Plans as dependent variables, the El-Total score did not mediate in the 
significant relationships in the respective models. The results suggest that the El-Total 
score was not a predictor of participants' extrinsic forms of self-determined extrinsic 
motivation and persistence behaviors. In addition, the results show that the El-Total 
score was not a predictor o f their Amotivation and persistence behaviors.
The lack of El mediation found for the intrinsic and extrinsic motivation, and 
amotivation variables led to the conclusion that the use o f Emotional Intelligence skills 
was not important for the Black HBCU sophomores in this study. This finding adds to 
the body of research, which currently has insufficient research that specifically focuses 
on the mediating effect o f emotional intelligence on motivation and academic persistence. 
Yet, studies documenting El's mediating role have linked emotional competence,
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positive emotions, and controlling or managing a variety of negative and non-productive 
behaviors to individuals' attitudes and behaviors in the academic, workplace, or social 
environments (Bono & Ilies, 2006; Downey, Johnston, Hansen, Bimey, & Stough, 2010; 
Mansfield, Addis, Cordova, & Dowd, 2009). Although El's mediating role has been 
observed in various contexts, the impact of positive, negative and non-productive moods 
on motivation and their influence on individuals' progress are common as it is often the 
claim that in its mediating role, El functions in a way that assist with self-control, coping, 
and self-management (Johar & Shah, 2013). Yet, the absence o f a mediating effect o f El 
in this study calls into question the level of applicability o f emotional intelligence as a 
mediating effect at HBCUs. Further study is required to determine if this lack of 
mediating effect is found at other HBCUs beyond those in this study.
Implications for Practice
The findings o f this study have important implications for faculty and college 
administration who are considering ways to increase the retention and persistence of 
Black second year students on their campuses. The findings of this study provide a plan 
o f action to support the development o f strategies to promote Black second year students' 
levels o f commitment to their academic goals and ultimately degree completion. To this 
end, postsecondary institutions should understand that faculty demonstration of care and 
concern for students through teaching and faculty-student interactions are contributors to 
Black sophomores' academic self-determination and responsive to their psychological 
needs to feel a sense of competence, autonomy, and relatedness (Deci & Ryan, 1990) in 
their learning environment. Therefore, if  institutions support and guide faculty to 
demonstrate care and concern for Black sophomore development and teaching through
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approaches, higher levels o f intrinsic self-determination may occur. Caring and 
concerned faculty who show genuine interest in the concerns of Black students and 
understand the difficulties faced in their second year are influential for the student 
experience. Hence, during instruction, caring faculty are willing to help students 
acknowledge and connect with their competence o f subject matters and their ability to 
accomplish tasks that stimulate enjoyment and satisfaction in ways in which students 
derive personal meaning from the learning experience. It is in this environment where 
Blacks view their professors as approachable and engaging (Komarraju et al., 2010) and 
as sources that inspire persistence attitudes.
Extrinsic motivation. Like other post-secondary institutions, HBCUs are 
performance-oriented and yet also challenged to help students balance their intrinsic and 
extrinsic motivation orientations while simultaneously acknowledging the value of 
learning for self-growth and energizing them to anticipate their degree completion goals 
and to display levels of academic behavior that gives direction to achievement and to 
their persistence. Considering that relationships between extrinsic motivation forms of 
self-determination and persistence plans were not confirmed in this study and that the 
proportion of variance accounted for by the Extrinsic Motivation in Academic 
Performance was small for the private and public samples of HBCUs students, it is 
necessary to highlight implications for addressing Black students' external motivation. 
Faculty and academic advisors in the administration need to re-think current advising 
models for sophomores in general, and Black sophomores specifically.
Most advising models include strategies that familiarize students with academic 
and course planning structures and with programs that support the exploration and
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identification of first and second choice majors that align with students' skills and these 
models are utilized to assist students with identifying how their goals can be 
accomplished on their campuses (Tuttle, 2002). As popular models such as Intrusive 
(Varney, 2007) and Appreciative Advising (Bloom, Hutson, & He, 2008) continue to 
make positive contributions to second year students' experiences on campus programs, 
this study found that additional support and direction are needed to address the specific 
needs of Black sophomores. In general, HBCUs add a nurturing component into their 
advising experience. A nurturing advising model provides specialized services that 
mirror a parental influence and as stated in Chapter 2, is reminiscent o f in loco parentis 
(Lake, 1999). The profound effects of a including a nurturing component in advising are 
noted and are known to reflect improved outcomes o f Black student achievement and 
persistence (Williams, Glenn, & Wider, 2008), as this study found that faculty advisors 
who use this form of guidance articulate their high expectations o f students based on their 
interest, academic goals, and future aspirations.
A nurturing approach has been effective at the private and public research sites 
investigated in this study as their Black learners rely on the respective HBCUs to 
demonstrate care and concern not only through faculty-student interactions, but also in 
students' interactions with college personnel who provide support services designed to 
guide them toward degree completion and gratifying careers (Zunker, 1994). Institutions 
that integrate nurturing elements into their advising models should observe the best 
practices o f private and public HBCUs, which extend the core values of advising into 
teachable moments by incorporating meaningful life lessons to support academic 
persistence (Williams et al., 2008).
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Williams, Glenn, and Wider (2008) discussed the effectiveness o f using Street 
Advising, an HBCU term that describes The Nurtured Advising Model as a deliberate 
and purposeful approach to providing guidance on institutional policies, academic 
expectations, and satisfying degree requirements. The Nurtured Advising approach takes 
place within and beyond the confines of the advising department (Williams et al., 2008). 
The practices reflected in the model can be formal or informal as in the student-advisor 
relationship, which is an important feature o f the model, finds inspiration in the value of 
family connection on campuses in which students are charged to take ownership of their 
achievement and persistence. The challenge with instituting the Nurtured Advising 
Model will be to employ the strategies to support Black students as they move toward 
their end goals and not to enable codependence on the advisor or undermine their sense 
of autonomy and internal drive in the academic and social settings.
The nurturing aspect o f the model addresses the academic advising concerns of 
the HBCU student, but is also useful in times when academic concerns lead to emotional 
disequilibrium and dissonance (Baxter Magolda, 2001) when advisors find themselves 
guiding students toward solutions (Chickering & Reisser, 1993; Zunker, 1994). When 
using the nurturing strategies to help students persist toward degree completion, their 
overall development including their self-determined motivation and the process of 
building identity as determined through their path toward Self-Authorship (Baxter 
Magolda, 2001; Kegan, 1994) should be considered.
Black sophomore self-determined motivation & Self-Authorship. With the 
private and public samples o f this study consisting o f intrinsically and extrinsically 
motivated students as opposed to amotivated individuals, it is helpful to review self-
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determination through the continuum of motivation behaviors as established by Deci and 
Ryan (2000a). The Self-determination continuum provides a range of human motivation 
orientations and forms to describe the internal and external motivation reported and 
exhibited by respondents of the present study. The theories o f Self-determination and 
Self-Authorship as explained in Chapter 2 begin to acknowledge the multifaceted Black 
student experience in college (Tatum, 1997). The overlap o f these theories (see Figure 8) 
shows the four stages of Self-Authorship and the continuum of Self-determination 
orientations and forms. The overlay of theories begins to highlight the complex growth 
experiences o f Black students whose levels o f self-determined motivation range from 
intrinsic to extrinsic in their experiences of moving towards self-authorship. This path 
encourages a movement from a dependency on extrinsic ways o f thinking toward a more 
intrinsic derived thought process to bring a balance to their self-determination orientation. 
In this case, Self-Authorship provides a path for students' move away from solely 
focusing on meeting external goals to appease influential others toward an engagement in 
their personal and academic meaning making (Baxter Magolda, 2012). These 
experiences would enable them to move beyond dualistic thinking (Perry, 1970) and 
toward the consideration of multiple perspectives in support their development, sense of 
self-satisfaction, confidence in themselves and their decision-making abilities (King, 
Baxter Magolda, Barber, Kendall Brown, & Lindsay, 2009; Pizzolato & Ozaki, 2007) 
regarding achievement and persistence. Although the differences in the levels and forms 
o f motivation and the progression toward self-authorship o f the private and public 
samples will be highlighted in the below discussion, the implications and benefits of
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viewing the Black sophomores' self-determination through the developmental phases of 
the self-authorship are acknowledged.
Figure 8. The Self-determined Motivation & Self-Authorship Continuum
The new model presented in the figure above illustrates how perceived levels of 
intrinsic and extrinsic self-determined motivation qualities intersect with student 
development. Because the samples of second-year students in this study did not report 
levels o f amotivation, the Amotivation box is situated outside o f the model. The model is 
a continuum which shows that students' self-determined motivation can assist them in 
their progression toward early self-authorship and eventually the Internal Foundations 
stages. The above continuum shows that students' types of self-determined motivation 
can propel them toward self-authorship and that these phenomena can occur 
simultaneously. The findings of this study support this model in its depiction o f a total 
sample o f extrinsically motivated second-year learners whose experiences o f being Black 
may serve as a foundation for their advancement towards self-authorship. The model
Crossroadsj Following Formulas
INTR IDEN | STIM j ACCO i KNOWAMOT | EXTE
Early Self- 
Authorship
Internal
Foundations
Figure 8: An Overlay o f  Self-determined Motivation and Self-Authorship Theories
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above depicts a snapshot o f the traditional-aged sophomores in this study (generally 19- 
20 years of age); the arrows on the right side o f both the self-determination and self­
authorship processes indicate that personal development will continue for these students 
as they move forward in their college careers and beyond graduation.
A critical component o f their progress is self-discovery, which begins as they 
become more intrinsically motivated. The continuum also shows that extrinsically 
motivated learners operate within Magolda Baxter's (2001) Following Formulas Phase 1 
as students in the external phases in both theories seek to please and allow others to 
define them as learners. The results of this study confirmed that at the most vulnerable 
point in their college experiences, second year students representing the private and the 
public samples rely on others to define who they are and as young adults. They also 
follow the plans established by influential others, although some may be convinced that 
their plans are self-created (Evans et al., 2010). Simply, the extrinsically motivated 
students in the Following Formulas Phase follow a set o f plans established by external 
voices. As the students' motivation preference moves toward the middle o f the 
continuum, their journey toward self-authorship continues into Phase 2 or the Crossroads 
Phase. The Crossroads Phase is situated near the mid-point o f the Self-determination 
continuum and is close to the Identified Regulation—the most autonomous form of 
extrinsic motivation (Deci & Ryan, 1985) and Intrinsic Motivation to Experience 
Stimulation-the last form of intrinsic motivation. This psychological space represents 
students who are beginning to acknowledge that they must decide on their futures and 
ways to construct knowledge and, therefore, decide on whether their decisions regarding 
these issues will be guided by their external voice or by internal voices.
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The Crossroads phase shows that as students' self-determined motivation 
orientations move closer to the intrinsic forms, they begin to realize that the plans 
established by external voices are no longer valid and aligned with the plans deriving 
from their internal selves (Baxter Magolda, 2009). Pizzolato and Ozaki (2007) held that 
as students become more autonomous and gain a deeper sense o f self, they begin to think 
independently and become more committed to goals based on their internal voices and 
needs instead of what others had hoped for and established for them (Pizzolato & Ozaki,
2007).
Magolda Baxter (2001) stated that in general, students did not develop self­
authorship until after graduation since they followed the formulas provided by their 
college (e.g., policies, directives, plans, and black and white or right and wrong answers), 
however, minoritized students tend to be among the most advanced in the journey toward 
self-authorship (Pizzolato, 2004). Most students have self-regulated within these 
formulas and have not moved to the point o f meaning making or have managed their 
lives beyond the formulas established by their institutions (Kegan, 1994; Pizzolato & 
Ozaki, 2007). Therefore, their cognitive and epistemological progression toward self­
authorship would be challenging until they relinquish their beliefs in formulas or seek out 
new ways of knowing, and use their internal sense o f self to construct knowledge and 
maintain wholesome relationships with others (Baxter Magolda, 2001; Kegan, 1994; 
Pizzolato & Ozaki, 2007).
Black students are among minority populations who could develop a sense o f self­
authorship prior to graduation because o f their struggle to create meaning and make sense 
o f who they are as minorities who face racism and discrimination in environments with
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an absence o f the formulas (Magolda Baxter, 2001; Pizzolato & Ozaki, 2007). The 
Internal Foundation or Phase 4 of the Theory o f Self-Authorship in the model represents 
individuals who are grounded in a belief system determined by them. Sophomores who 
will eventually progress to this stage as adults will use their internally defined sense of 
self to construct knowledge and sustained healthy relationships with others (Pizzolato & 
Ozaki, 2007). Individuals' progression to Phase 4 requires that they move away from the 
extreme end (External Regulation) of the Self-determination continuum and toward the 
intrinsic end to connect with their values and define their voices. The IM-Stimulation, 
IM-Accomplishment, and IM- Know motivation forms, which are situated from the 
center and moves toward the right side of the model indicate students' move towards a 
greater sense of self-authorship. In other words, learners with the intrinsic desire to 
experience the stimulation when accomplishing a task and gaining knowledge for the 
sake of learning and self-development use their intrinsic qualities to become authors of 
their lives.
The journey toward authorship is reflected not only in the findings showing the 
correlations between the intrinsic motivation and persistence attitudes variables for the 
public sample, but also in the public sample's higher level o f Intrinsic Motivation to 
Know in comparison to the private sample. In this location, students' levels of internal 
growth continue as they move away from an externally derived thought process toward 
the creation of a sound intrinsic motivation foundation and the development of a voice 
that informs and guides their reactions in their environments (Pizzolato, 2004).
The respondents with intrinsic qualities are likely to deepen their self- 
understanding and combine their identities as Black learners in relationships with faculty
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and others with their beliefs about their persistence goals into a set of internal 
commitments from which they may function as self-initiators who are guided by their 
own visions (Baxter Magolda, 2008). They may also use their heightened sense of self to 
deconstruct negative self-imagery to support positive self-esteem and authentic 
relationships with diverse groups of people (Baxter Magolda, 2001/2009; Pizzolato & 
Ozaki, 2007). The intrinsic qualities will be necessary components for students' move 
toward Self-Authorship-Phase 3 and Internal Foundation-Phase 4 as adults and 
professionals whose self-authored experiences will continue to include a balance of 
intrinsic and extrinsic motives.
The traditional aged students in the total sample o f this study exhibited high levels 
of extrinsic motivation, whereas their intrinsic motivation levels were lower. When 
considering their self-determination and progress towards self-authorship, these students 
seem to operate in the Finding Formulas Phase. This finding is unsurprising given Baxter 
Magolda's (2001) argument that college students depend on the wisdom, direction, and 
formulas established by external voices for self-definition and understanding others.
When functioning in this phase of their self-authorship journey, the sophomores at both 
HBCUs follow a set of plans, policies, and parameters established by their institutions. 
Based on the levels o f their persistence attitudes, they seem to rely less on their peers and 
their internal voices, and more on faculty for self-validation, self-definition, and making 
decisions about their lives.
Although the self-determined motivation orientation of the total sample of 
students were more extrinsic than intrinsic, the public sample's Intrinsic Motivation to 
Know was higher and significantly different than the private sample. Hence, based on
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the position o f the IM-KNOW motivation form in the above model, the public sample of 
students not only seem to demonstrate efforts to balance their self-determination 
orientation, but also showed advancement into the Crossroads Phase where they will 
begin to encounter feelings o f dissatisfaction with plans established for them by 
authorities (Baxter Magolda, 2001/2009). The self-determined motivation orientation o f 
the private sample was also more extrinsic than intrinsic. Like the public sample, these 
students operate within the Finding Formulas Phase of self-authorship on their campus 
and look to others to define who they are and what they should become.
These discoveries bring on several challenges for professionals on college 
campuses; however, the strategies employed by faculty at HBCUs could serve as models 
for PWIs or non-HBCUs and offer some valuable lessons to institutions that hope to 
retain Black students and promote their successful integration on their campuses.
Historically Black Colleges and Universities have been the institutions that have 
fostered the environment that promote self-determination among their students (Gasman 
& Palmer, 2008). Even when considering the varying intrinsic and extrinsic motivation 
levels and developmental phases o f their movement toward self-authorship, students 
including sophomores, have experienced better psychological development and academic 
growth than those attending non-HBCUs (Dwyer, 2006). With practices reflecting the 
Nurtured Advising Model, faculty and others on campus support students' intrinsic and 
extrinsic motivation understanding that their self -identities, which are tied to historical, 
political, economic, and social factors (Gasman & Palmer, 2008; Tatum, 1997), influence 
their beliefs about themselves as individuals and as learners on campus. Demonstrating 
an appreciation for the students' struggles to understand themselves as Black and second
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year learners, HBCU faculty, challenge students to acknowledge their current 
environmental circumstances (Gasman & Palmer, 2008), and to see beyond their present 
life situations so that can begin to create the psychological space for learning. Moreover, 
faculty consider student issues from a sophomore perspective by ensuring that they are 
available and accessible and that they take initiative to know students and show a genuine 
interest in their wellbeing and academic and social empowerment (Gasman & Palmer,
2008).
To assist extrinsically motivated students in their movement within and beyond 
the Following Formulas Phase of their self-authorship process, HBCUs have been known 
to validate their external goals and keep these motives in perspective to bring balance 
their motivation. In the phase in which students allow others including authorities to 
define who they are, the faculty often support their shift away from the acceptance of 
external authority by refocusing them and leading their attention in a more intrinsic 
direction.
The students' move toward the intrinsic side of the self-determination continuum 
leads to a connection with their internal authority (Baxter Magolda, 2001; Kegan 1994), 
which empowers them to define what they believe and value about themselves and their 
purpose based on their considerations o f multiple perspectives. In this role, faculty care 
and concern are manifested through a challenge for students to move into the Crossroads 
Phase.
At this point o f their journey toward self-authorship, Black sophomores often 
discover that their uncritical acceptance (Baxter Magolda, 2001) o f others' beliefs and 
values about their lives leads to a sense of dissatisfaction and a need to negotiate their
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own and others' values, and meanings about their education and life's purpose. The care 
and concern displayed by HBCU faculty promote Black second year students' sense of 
self-determination. In addition, the professors' care for their students encourage their 
development toward self-authorship as well as support desirable outcomes such as 
persistence (Gasman & Palmer, 2008) in ways that may capture the attention of members 
at non-HBCUs who seek to create opportunities for integration and meaning making for 
Blacks in general, and Black second year students specifically, at their institutions.
Predominately White Institutions are encouraged to view the indicators o f success 
stemming from the HBCU higher education model (Washington, 2015) in research 
highlighting the ways in which HBCU faculty show care and concern for their students 
(Allen, 1992b; Dwyer, 2006). In studies focusing on the levels o f care demonstrated by 
faculty at Black colleges, students reported that their faculty went beyond the call o f duty 
to form relationships with their learners (Gasman & Palmer, 2008). The issue regarding 
faculty display o f care should not be underestimated since researchers noted high levels 
of psychological stress (Allen, 1992a) among Blacks on White campuses and the 
realities of handling discrimination at the PWIs (Sedlacek, 1999). Therefore, it is 
important to understand that as PWI or non-HBCU professors hope to discover strategies 
that support their Black second year students’ motivation and development toward self­
authoring, they must first assess their own racial, cultural, social, and academic biases 
(Tatum, 1997). This action is not only important for professors and their institutions, but 
also for students, especially extrinsically motivated learners, who link their success to 
how authorities (e.g., faculty) view of them and their talents (Tatum, 1997). To address
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issues o f bias, campus administrators could collaborate with faculty in initiatives that 
strategically address faculty-student relationships in diverse settings.
The partnerships between the academic departments and the Student Affairs or 
Diversity, Engagement or Campus Climate Offices on campus should create action plans 
that include programs to bring professors and underrepresented students together. These 
plans must include the voices, values, history o f Black students (Feagin & Sikes, 1995). 
Listening sessions or a series of Lunch & Learn programs for faculty and 
underrepresented students may be a starting point for conversations that promote 
students’ self-understanding and their roles in the learning process (intrapersonal 
development). These programs could also support professors' attempts to understand 
Black sophomores as knowers in the academic process (Baxter Magolda, 2001) and 
become familiar with how the students construct knowledge.
Understanding the Black sophomores' knowledge construction process is 
necessary so that professors can begin to understand better how to engage these learners 
and validate them and their experiences in ways that are meaningful enough to move 
them toward complex and critical thinking in the classroom. Furthermore, these 
interactions will allow students to see that their professors as humans who care about 
their development and integration on campus and be able to envision the possibilities of 
establishing wholesome relationships (interpersonal development) with approachable 
faculty. Initial conversations between faculty and students may lead to dialogues about a 
broad range o f topics that would challenge students to share ideas and consider multiple 
viewpoints (cognitive development) and see themselves as contributors to the learning
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process as individuals moving from the Finding Formulas Phase to the Crossroads Phase 
of their self-authoring journey (Baxter Magolda, 2001).
It is also recommended that HBCU faculty share their strategies for creating 
environments that foster care and concern for students who are seeking to balance their 
sense of intrinsic and extrinsic motivation. These strategies may be presented at regional 
and national conferences, which would serve as locations in which faculty and 
practitioners with common interests in Black learners exchange information and ideas 
relative to actions of care. Professors’ actions of care is at the core o f faculty-student 
academic partnerships, and contribute to outcomes of student achievement, and promote 
institutional continuity on campuses that give all students the latitude to discover and 
express what they know, how and why they know it, and how they hope to live out what 
they know (Baxter Magolda 2001/2009; Kegan, 1994).
Em otional intelligence (Total Score). The scores for the private and public 
samples of Black sophomores in this study indicated the need for further development of 
their overall emotional intelligence skills. The results of this study showed a correlation 
between El Total Score and Persistence Plans for the private sample. This finding 
indicated that students' use of perceiving, facilitating, understanding, and managing 
emotions skills are linked to their demonstration of persistence behaviors such as 
deciding to continue their education at their current institution, register for courses and 
establish a payment plan for the next semester. This result aligns with the findings of 
Dean's (2007) investigation highlighted in Chapter 2, which found El to be a necessary 
component of students' progression through their degree programs as the use o f this skill 
supports their ability to think through and handle complex situations they may face in
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their life cycle on and off campus. The fact that no more than one association was found 
between emotional intelligence and persistence behavior was surprising because research 
has shown emotional intelligence to be associated with mental health, social skills, 
(Extremera & Femandez-Berrocal, 2006) and college students' life satisfaction 
(Ciarrochi, Chan, & Caputi, 2000). Although there were no mediating effects for the El 
Total Score, there may have been a direct effect to explain the extent to which persistent 
behaviors change with students' use o f their emotional overall emotional intelligence 
skills. Further research is required to understand better the role o f El on student 
persistence.
A Self-Critique of the Study
As stated previously, Baxter Magolda's (2001) discovered that Black students 
developmental experiences, attitudes, skills, and behaviors serve to move them toward 
self-authorship. Her finding sets the tone for the critique of this study and embraces the 
realities facing students that require them to use a range of coping skills. These student 
experiences contribute to self-definition and self-understanding, which can trigger 
students beginning to reflect on self-beliefs and others' beliefs about them. These 
realities require not only motivation to move pass difficulties, but also emotional 
intelligence skills to assist in repairing feelings and with moving beyond negative self- 
images that may cause distress and hinder academic progress and persistence. If Black 
students in general tend to use their experiences as catalysts for self-authorship, as Baxter 
Magolda (2001) stated, then there could be specific emotional capabilities that 
participants in this study are using to sustain their high levels o f motivation, persistence 
attitudes, and persistence behavior.
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In retrospect, it would have been interesting to include the El-branch scores in the 
mediation analyses to determine if El would have been significant as a mediating variable 
between the second year students' self-determined Motivation and persistence attitudes. 
Moreover, it would have been helpful to know if the findings for emotional intelligence 
and its respective relationships with or influence on the self-determined motivation, 
persistence attitudes, and persistence behaviors variables would have been different if  a 
stratified random sample procedure was conducted to balance out the representation of 
participants with regards to gender in this study.
The variables included in this study only helped account for 10% of the variance. 
Thus, clearly other factors such as parental and family encouragement (Allen et al.,
1991), academic preparation (Owusu-Aduemiri, 2009), SAT/ACT scores (Oseguera & 
Rhee, 2009), remedial education (Bettinger & Long, 2008), family income, and financial 
aid (Berger, 2000) were also noted for influencing persistence attitudes and behaviors for 
Black sophomores in HBCUs. Therefore, expanding the type o f influencing variable in 
the study may have helped increased the accountability for variance.
Recommendations for Further Research
Future studies that replicate or extend the present investigation are encouraged. 
Researchers should consider replicating this study on various populations o f students. 
Additionally, a qualitative design would bring forth rich details and contribute student 
narratives on the topic o f motivation, persistence, and emotional intelligence. Another 
area for future study includes studying motivation and emotional intelligence among 
Black females compared to Black males to determine if statistically significant 
relationships exist when comparing student self-determined motivation, persistence
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attitudes, and persistence behaviors. Further, useful data could be produced for Black 
students attending two-year colleges and PWIs to determine how this context influences 
persistence.
Replicating this study to compare the self-determined motivation, persistence 
attitudes, and persistence behaviors o f Blacks and a variety of ethnicities would yield 
interesting and useful results for highly diverse campuses that are looking for effective 
strategies to improve student outcomes for groups of students. Obtaining the data relative 
to student motivation, emotional intelligence, and persistence and making comparisons 
between and among students based on their chosen disciplines would provide institutions 
with understanding the levels of affective skills for students in different departments on 
campus. Finally, an expansion of the study to include graduate students, who are 
potentially at a different location regarding self-authorship, may also be useful to expand 
understanding regarding influencing variables on academic persistence attitudes and 
persistence behaviors.
Conclusion
The examination of the relationships between self-determined motivation, 
emotional intelligence, persistence attitudes and persistence behaviors o f Black second 
year students attending a private and a public HBCU offered a unique perspective of the 
college student experience. The present study revealed positive relationships among 
several self-determined motivation and persistence attitudes variables for the total sample 
o f participants. For example, Intrinsic Motivation to Know, Intrinsic Motivation toward 
Accomplishment, and Intrinsic Motivation to Experience Stimulation shared weak, but 
positive relationships with the persistence attitudes variables. In turn, Faculty Concern
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for Student Development and Teaching, Academic and Intellectual Development, and 
Institution and Goal Commitment showed more significant relationships than Peer Group 
Interactions and Interaction with Faculty with the Self-determined Motivation variables. 
These findings revealed compelling information regarding the factors that intrinsically 
motivate the total sample of HBCU sophomores.
Although, the intrinsic motivation levels for both samples were lower than their 
extrinsic motivation in most instances, participants seemed to integrate the values of 
authoritative influences whose voices became a part of their inner beliefs (Baxter 
Magolda, 2001) relative to their perceived sense of competence, belonging, autonomy, 
and relatedness on campus (Deci & Ryan, 1996). Thus, it is possible that students' 
integration o f new values, which became a part of their inner voices, inform their 
perceptions o f professors' demonstration of concern, interactions with professors, 
academic and intellectual development, and commitment to their educational goals.
These experiences bring the meaning making process to life through internal rewards 
such as self-satisfaction, self-knowledge, and self-definition (Baxter Magolda, 2001; 
Kegan, 1994) in the academic setting. Without the integration experiences, the overall 
sample of students would have relied solely on external sources such as peers to fuel their 
sense o f self-determination, informed their sense of competence, belonging, autonomy, 
and relatedness in their journey toward self-authorship (Deci & Ryan, 2000a). Moreover, 
the lack of integration could lead to the influence of students' beliefs about their 
respective HBCUs, with no regard for their own perceptions and voices. The second year 
integration experiences were confirmed in the findings showing that HBCU sophomores' 
Extrinsic Motivation Identified Regulation and Extrinsic Motivation Introjected
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Regulation shared relationships with the persistence attitudes variables in the entire 
sample. Also supported was that the high extrinsic motivation means o f second year 
students in this study reflects externally driven students who are in good academic 
standing at their respective institutions, and whose regular course attendance has led to a 
minimum of satisfactory academic performance on campus.
With regard to the HBCU persistence behavior, the findings showed weak 
negative relationships with Intrinsic Motivation to Know and Intrinsic Motivation toward 
Accomplishment, and a lack of association with Intrinsic Motivation to Experience 
Stimulation. These relationships supported the notion that sophomores' intrinsic 
motivation to gain knowledge and their intrinsic motivation to accomplish tasks are 
linked to their desire to fulfill their psychological needs o f self-satisfaction, respectively. 
The relationships between the variables move in opposite directions suggesting that 
students' intrinsic motivation tends to shift their focus away from a perceived external 
location to an internal place (Baxter Magolda, 2012) in which self-knowledge and a sense 
of purpose in the process of learning and self-authorship are gained. Schaller (2005) 
believes that the process o f self-understanding and self-identification and a sense of 
purpose in the academic environment is necessary for sophomores who are making 
decisions about their majors and careers, and research has found that a healthy sense of 
self and purpose support the outcome of positive academic achievement and performance 
(Schaller, 2005; Zimmerman, 1990).
To clarify, the findings of this study do not support the notion that external 
sources mute the voices o f internally driven students (Baxter Magolda, 2012). Instead, it 
provides results that encourage post-secondary educators to establish and maintain caring
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relationships with students who are inspired by professors' concern for the development 
o f their internal voices as well as their efforts to meet extrinsic goals in the intellectual 
and social environments. Furthermore, the results encourage practitioners to support 
Black sophomores by identifying and eliminating barriers contributing to amotivation.
In terms o f Emotional Intelligence Total score and branches, the relationships 
between emotional intelligence skills and persistence were analyzed at various levels 
throughout this study and found no links between the El-Total score and the self- 
determined motivation variables, the persistence attitudes variables, and Academic 
Performance persistence variable, respectively. The examination of the El-Total score 
and persistence plans led to understanding the connections between HBCU sophomores' 
overall El skills and Persistence Plans. The results reflect the benefits of using the 
emotional skills o f perceiving, facilitating, understanding, and self-regulation in ways 
that increase the participants' capacities to recognize the importance of taking the 
necessary steps to prepare for the next semester to avoid the ensuing negative emotions 
that may stem from a lack o f preparation.
In terms o f the El branches, the private sample's respective associations between 
the El-Understanding and Interactions with Faculty and El-Managing and Interactions 
with Faculty show that faculty-student relationships are sustained when learners use their 
emotional understanding to make sense of their professors' actions by considering the 
emotional messages that their faculty behaviors convey. The results showed that HBCU 
sophomores are able to manage the emotional information conveyed on smaller campuses 
more so than learners at larger institutions who may have less frequent interactions with 
their professors.
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The correlation analysis provided the results to assist with understanding the 
connections between o f El Total and El branches and HBCU sophomore persistence. 
However, a mediation analyses revealed no mediating role played between the Emotional 
Intelligence Total score when observing the associations with the self-determined 
motivation and persistence attitudes variables and with the Emotional Intelligence Total 
Score and persistence behavior variables.
A review o f the analyses o f this study provides a snapshot of how variables were 
related or associated. The study offers information from different vantage points about 
persistence, which in the current environment o f performance-based funding is critical to 
institutions. For this reason, the issue of academic persistence and degree completion is 
central in policy debates on higher education accountability (AFT Higher Education,
2011; NCSL 2015).
Educational agencies, political leaders, and faculty and staff who work on the 
front lines at colleges and universities hold differing perspectives on the appropriate 
metrics with which to measure graduation and completion rates, however they agree that 
students' academic persistence toward degree attainment is too low (AFT, 2011). The 
topic o f student persistence will remain at the center o f higher education and government 
and policy discussions regarding the traditional factors (e.g., financial aid, academic 
advising, academic performance and campus engagement, etc.) will continue to be 
perceived as important contributors of students' academic success and degree completion 
(Reason, 2009). These concerns represent some aspects of the student persistence issue, 
but disregard other domains that tend to serve as underlying forces o f academic 
progression. Therefore, consideration must be given to non-academic factors, especially
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due to the fact that traditional academic factors do not fully consider students who fail to 
persist due to non-academic factors such as attitudes, feelings, and motivation 
(Lotkowski, Robbins, & Noeth, 2004).
Bean (2005) contended that students' intention to leave is the best predictor of 
their actual departure from the campus. This notion supports the perception that students' 
attitudes are antecedents to their behavior (Ward et al., 2013) and that their feelings about 
continuing or departing are byproducts of their interactions with their institutions (Bean, 
2005) and motivators of their actual persistence on campus. This research concludes that 
more so than peer interactions, the persistence attitudes of the overall sample o f Black 
second year HBCU students are informed by their perceived relationships and 
interactions with faculty who support their intrinsic qualities through the demonstration 
of care and concern for learners' internal development, values, interests, and personal 
growth. It also concludes that their attitudes are influenced by their professors' 
comprehension of their extrinsic desires to perform well in their courses and their need to 
define and connect with their sense o f purpose and goals o f graduating from their current 
institutions.
Students' academic performance may result from their intrinsically motivated 
academic experiences and approaches to learning, even though academic performance is 
often not associated with the Black HBCU sophomore motivation (Dev, 1997). HBCU 
sophomores’ levels of self-determined motivation is driven by faculty-student 
interactions, which serves as an extrinsic motivating force. In essence, intrinsic and 
extrinsic motivation are strong influences for Black HBCU second year students whose
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perceived interactions with faculty to influence their persistence attitudes and drive their 
persistence toward degree completion and graduation.
Considering that the high levels o f external motivation for the two samples of 
participants were representative o f their respective institutions, it is necessary to attend to 
the findings from this study's descriptive data highlighting the extrinsic aspiration of 
degree completion and graduation rates of the private and the public HBCUs. The data 
revealed higher graduation rates for the public institution. This result was surprising and 
found to be contrary to the expectation articulated in Chapter 2 of this study that showed 
the persistence and graduation rates are typically higher at private HBCU (Gasman,
2013) than the public HBCU. Nonetheless, this new finding was interesting, yet sensible 
given the understanding that externally motivated individuals focus on and organize their 
behavior around extrinsic strivings (Deci & Ryan, 2012), and that the sophomores at the 
public institution benefit from nurturing advising strategies in a department that is 
charged to meet their needs and to offer programs and services, which add value to their 
campus experiences (Williams et al., 2008).
Students in the private HBCU sample indicated their intention to persist to the 
next semester; however, the institutional data did not support these intentions. It is not 
clear why students did not complete their degrees at the private university, though 
finances may have played a part. Researchers speculated that the differences between the 
rates of degree completion at the private and public postsecondary education institutions 
are due to their governance models or sizes (Scott, Bailey, & Kienzl, 2006) and the 
factors representative of the respective institution's culture. They hold that the 
governance model o f the private institution supports student retention and persistence
351
toward degree completion through internal decisions to maintain a small learning 
environment and a selective admissions process that would allow for an allocation of 
resources that have important implications for student retention and persistence 
(Gansemer-Topf & Schuh, 2006). Institutional preferences for small class sizes and low 
student-faculty ratio cultivate a learning environment in which the personal attention and 
frequent contact between students and professors serve as strategies to retain and 
graduate more students.
With performance-based funding becoming more of a reality than a myth, the 
public institution governance model maintains their commitment to the public by 
accepting a larger number of students than the private institutions. With multiple sources 
of revenue including state dollars and an array o f support services contributing to 
optimistic institutional performance, the public institution bases their admissions on 
merit. The public HBCUs graduation rates are influenced by these initial admission 
criteria and the designated indicators of faculty care and interactions (Burke, 2010). The 
large class size and student-faculty ratio symbolize its commitment to educating the 
public.
The institutions are as different as their respective missions, however, the public 
and private HBCUs have been historically devoted to the public good of educating 
underrepresented student populations—many who come on campus academically 
underprepared. The institutions provide academic and social support to the extent that 
their funding levels allow, with the public institution receiving potential gains if it meets 
completion targets as part of the state’s performance based funding practices.
Considering their common goals of educating underrepresented populations, their
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distinctive governance models, institutional cultures, and this study's findings, which 
showed participants in both samples reporting regular attendance and good academic 
standing, the graduation rates o f each institution must be viewed by taking into account 
the resources available to the institutions (Scott, Bailey, & Kienzl, 2006). Thus, the 
lower graduation rates o f the private institution are likely to be linked to its limited 
financial resources, which impact the institution's ability to fund additional support 
services, personnel, and specialized programs for sophomores and other learners with 
varying needs on campus. Although more underfunded than their midsized PWI 
counterparts (Gasman, n.d.), the public institution's higher graduation rates are reflective 
of larger budgets to fund a variety o f support programs that meet the unique needs of 
many at-risk students, including sophomores who are supported by practitioners who 
focus specifically and strategically on their concerns in a comprehensive second year 
student experience program.
The implementation of programs focusing specifically on Black sophomores at 
the two HBCU sites is an indication that the needs of these students have been 
overlooked over the years. As a way to address the concerns and to increase the 
persistence rates of second year learners, the institutions studied in this investigation 
demonstrated their commitment to sophomore success by using available funding to offer 
support services for a population of students whose levels o f self-determination, 
emotional intelligence, persistence attitudes, and persistence behaviors were unknown in 
the field o f higher education. Apparent in this study was the fact that HBCU 
sophomores' overall emotional intelligence skills were less associated with their 
persistence than the different emotional intelligence branches, which contributed to the
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students' ability to recognize the levels of faculty care for their development and interest 
in building relationships with professors. The private and public findings show that 
HBCU faculty members encourage students' self-determined behaviors. Considering that 
the strongest correlations for the total sample of HBCU students are between Faculty 
Concern for Student Development and Teaching and Extrinsic Motivation Identified 
Regulation and Faculty Concern for Student Development and Teaching and Extrinsic 
Motivation Identified Regulation, it was unsurprising to find that the sophomores saw 
their professors as sources of motivation. These findings lead to the understanding that 
the HBCU sophomores' self-determined motivation orientation sends a message that 
faculty matter to their academic persistence attitudes and persistence behaviors.
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Appendix A
Research Participation Informed Consent
Dear Second Year HBCU Student,
I am conducting a study that explores Students' Self-determination motivation, Emotional 
Intelligence and Academic Persistence. This study examines second year students at a public 
and a private historically Black university. Specifically, the relationships and associations 
between and among Black HBCU students’ self-determination motivation, emotional 
intelligence and academic persistence attitudes and their persistence behavior are being 
observed. You are invited to participate in this study as an HBCU student who identifies as 
being Black and who is at least 18 years of age. As a participant, you will respond to 
questions on four paper and pencil test instruments. The first instrument will solicit your 
responses to questions regarding your self-determination or motivation. The second will 
require your responses to an emotional intelligence test, while the third survey will require 
you to respond to questions that address your academic persistence attitudes. On the final 
instrument, you will respond to questions regarding your persistence behavior, which would 
allow for an understanding of your intent to return to your current HBCU. The questions from 
all instruments should take approximately I hour and 15 minutes to complete. Your responses 
will help increase the awareness of the relationship between self-determination motivation, 
emotional intelligence and academic persistence attitudes or persistence behavior. There are 
minimum to no risk to you in this study. You are not required to state your name on either the 
test instrument or the questionnaire. Please be assured that your anonymity will be preserved 
and your responses will remain strictly confidential. Your identity will be known only to the 
investigator of the study, but not associated with your responses or any results of the study. 
You can be assured that your grades, registration status, or student status or academic 
reputation will not be affected by your responses.
As a participant of the study, you will be able to complete your test instruments in the
____________. Your participation in this study is completely voluntary, and you may refuse
to participate or withdraw at anytime with no penalty or consequence. Other participants will 
not be made aware of your preference not to participate, if you so choose. If you have any 
questions about this research, you can contact Evanda S. Watts-Martinez by phone a t | B  mmm o r  Via email at Your participation in this study would be
highly appreciated. As a thank you for your time, you will be provided with food, snacks and
beverages in the lobby of________ . You will also have an opportunity to win a gift card.
Thank you again for your time.
Sincerely,
Evanda S. Watts-Martinez,
Doctoral Candidate,
The College of William and Maiy 
School of Education
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Informed Consent Form 
The College of William and Mary
Study Title: “Students' Self-Determined Motivation, Emotional Intelligence and Academic 
Persistence: An Examination of Second Year Students at a Private and a 
Public Historically Black University”
Researcher: Evanda S. Watts-Martinez, Doctoral Candidate,
The College of William & Mary
The nature and purpose of this study have been explained to me. I understand that I may be 
asked to respond to questions on surveys regarding the levels of my self-determination 
motivation, emotional intelligence, perspectives on academic persistence, and my intentions 
to continue my education at my current HBCU. My participation in this study will take no 
longer than 1 hour and 15 minutes. I understand that confidentiality will be preserved, and 
that my name will not be stated on the tests. I also understand that my identity will not be 
associated with the data collected, and that my grades, registration status, student status, and 
academic reputation and standing will not be affected by my responses. Moreover, I 
understand that my participation is voluntary, and that other individuals will not be made 
aware of my decision to withdraw from the study. I understand that I may refuse to answer 
any question asked, and that I may discontinue participation at any time. Further, I know that 
should I decide to withdraw my participation in this study, there will be no penalty or 
consequences. My participation carries no reasonable risk of harm. I am aware that I may 
report dissatisfactions with any aspect of this experiment to the project advisor, Dr. Pamela L. 
Eddy at H B B H I or [HjHbvrm edu. I understand that I may contact Dr. Thomas 
Ward, Chair of th ^ D I R C ^ ^ B M B ^ M l or ^ ^ ^ ^ y rm e d u  and Dr. Ray McCoy, Chair 
of the PHSC at if any issues arise during this study.
My signature below signifies that I am at least 18 years of age, and that I have received a 
copy of this consent form, and that I consent to participate in this study.
Date S ignature of Partic ipant
Date Signature of Researcher
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Appendix B
MULTI-HEALTH SYSTEMS INC. (MHS)
3770 Victoria Park Ave. Toronto, Ont. M2H 3M6 
Address: P.O. Box 950 North Tonawanda, NY 14120-0950 
In U.S.: 1-800-456-3003
Hello Evanda,
Congratulations! You have been approved for a Student Research Discount on the MSCEIT for 
your study entitled 'Students' Self-determined Motivation, Emotional Intelligence and Academic 
Persistence: An Examination of Second Year Students at a Public and a Private Historically Black 
University'. This discount grants you 30% off of related product orders over $50 (before 
shipping) as well as access to scored datasets for a fee of $6 per administration online.
Conditions
1) Your discount expires one year from today. If you require a discount beyond the expiry date 
please re-apply at that point.
2) Please bear in mind that scored datasets are to be used for the collection of data only and 
cannot be used to provide feedback to respondents. If you are intending to provide feedback 
please ensure that you order one of our available reports. Your 30% discount will apply to the 
report cost.
3) It is mandatory that you are in possession of the Users/Technical Manual while making use of 
this assessment. Please ensure that you order a copy if you do not already have one.
4) Your research is important to us, as agreed upon in your application please remember to send a 
report of your results to: researchsummaries(5)mhs.com following the completion of your study.
You will be contacted by our Legal Affairs department with regards to permission to cite no 
more than six items or 20% of the assessment in your dissertation/thesis/report, and with 
regards to obtaining a sample copy of the assessment.
Thank you, and good luck with your research,
Customer Service Representative 
MULTI-HEALTH SYSTEMS INC. (MHS)
In Canada: 1-800-268-6011 Address: 3770 Victoria Park Ave. Toronto, Ont. M2H 3M6 
In U.S.: 1-800-456-3003 Address: P.O. Box 950 North Tonawanda, NY 14120-0950 
International: 416-492-2627
Fax: 416-492-3343 Toll Free in Canada & U.S.: 1-888-540-4484 
W ebsite: www.mhs.com
Please send all US courier deliveries to  60 Industrial Parkway, Suite 706, Cheektowaga, NY, 14227 or our Canadian address
MULTI-HEALTH SYSTEMS INC. (MHS)
3770 Victoria Park Ave. Toronto, Ont. M2H 3M6 
Address: P.O. Box 950 North Tonawanda, NY 14120-0950 
In U.S.: 1-800-456-3003
3 5 7
Hello Evanda,
Thank you so much for your kind words. I am happy to help.
It is absolutely okay for you use the items, as you have outlined, in your dissertation.
Thank you,
Betty
From:
Sent: Friday, August 15, 2014 11:41 AM 
To: Evanda Watts-Martinez
Subject: RE: MSCEIT Permissions & Translations Interactive Form Final Version-2014.xls 
Hello Evanda,
Thank you for your e-mail and for outlining what you would like to include in your 
dissertation. There is no charges for this. Please be assured that I have deleted the 
credit card number that you have entered into the Permissions Application.
Thank you,
Betty
From: Evanda Watts-Martinez 
Sent: Friday, August 15, 2014 10:03 AM 
To: Permissions
Subject: MSCEIT Permissions & Translations Interactive Form Final Version-2014.xls 
MHS Customer Number: | m  
Dear MHS Legal Department,
Thank you for forwarding a copy of the MSCEIT. Please know that I will comply with your 
requests.
Attached is my Permission and Translation Interactive Form and a sample of how the items that 
have been requested will be used/reproduced in my dissertation. Please be advised that I will 
only reproduce the response items and not the questions directly. Please let me know if you 
have questions. Thank you!
Best,
Evanda Watts-Martinez
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WTT I T ^ ^ f e M A R Y
August 12, 2014
Multi-Health Systems, Psychological Assessments & Services
P.O. Box 950
North Tonawanda, NY
14120-0950
Dear Administrator:
I am writing this letter on behalf of Evanda Watts-Martinez. I am her 
dissertation committee chair and can attest that she has successfully passed 
her proposal defense. The other members of Evanda’s committee are Dr. 
Tom Ward and Dr. James Barber. Evanda intends to use your MSCEIT 
instrument as part of her data collection for her dissertation. My role on the 
dissertation committee is to oversee her research project and to offer 
academic advice when research questions emerge.
Evanda’s research requires two sites and she intends to use your instrument 
for data collection. She has been trained to use the instrument and has been 
qualified as a test administrator. This expertise will help her in analysis of 
the data and will help provide additional research using data gathered using 
the MSCEIT instrument.
As part of her doctoral program, Evanda will be enrolled in the 2014-2015 
academic year. She will remain continuously enrolled until her final 
dissertation defense and graduation occurs. Evanda has made consistent 
and appropriate progress during her program and I anticipate no problems 
with her during this final portion of her doctoral degree.
Please let me know if you require any additional information.
Sincerely,
Pamela L. Eddy, 
Professor
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Appendix C
ACADEMIC MOTIVATION SCALE (AMS-C 28)© 
COLLEGE VERSION
Robert J. Vallerand, Luc G. Pelletier, Marc R. Blais, Nathalie M. Brtere, 
Caroline B. Senecal, Ezvelyne F. Vallteres, 1992-1993  
Educational and Psychological Measurement, vols. 52 and 53
Note: To use this scale you require only to mention the complete reference 
data.
Thank you for your interest.
Good luck in your research.
Please refer to:
http://www.er.uqam.ca/nobel/r267I0/LRCS/echelles/EMEC en.pdf
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ACADEMIC MOTIVATION SCALE (AMS-C 28)
COLLEGE VERSION
Robert J. Vallerand, Luc G. Pelletier, Marc R. Blais, Nathalie M. Briere, Caroline B. 
Senecal, E-lvelyne F. Vallieres, 1992-1993 
Educational and Psychological Measurement, vols. 52 and 53
WHY DO YOU GO TO COLLEGE ?
Using the scale below, Indicate to what extent each of the following items presently corresponds to one o f the 
reasons why you go to college.
Does not
correspond Corresponds Corresponds Corresponds Corresponds
 at all____________________ a little___________________moderately a lot______________________ exactly
1 2 3 4 5 6 7
W H Y DO YOU GO TO C OLLEGE ?
1. Because with only a high-school degree I would not 
find a high-paying job later on.
2. Because I experience pleasure and satisfaction 
while learning new things.
3. Because I think that a college education will help me 
better prepare for the career I have chosen.
4. For the intense feelings I experience when I am 
communicating my own ideas to others.
5. Honestly, I don't know; I really feel that I am wasting 
my time in school.
6. For the pleasure I experience while surpassing 
myself in my studies.
7. To prove to myself that I am capable of completing my 
college degree.
8. In order to obtain a more prestigious job later on.
9. For the pleasure I experience when I discover 
new things never seen before.
10. Because eventually it will enable me to enter the 
job market in a field that I like.
11. For the pleasure that I experience when I read 
interesting authors.
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6 7
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12. I once had good reasons for going to college; 
however, now I wonder whether I should continue.
13. For the pleasure that I experience while I am surpassing 
myself in one of my personal accomplishments.
14. Because of the fact that when I succeed in college 
I feel important.
15. Because I want to have "the good life" later on.
16. For the pleasure that I experience in broadening my 
knowledge about subjects which appeal to me.
17. Because this will help me make a better choice 
regarding my career orientation.
18. For the pleasure that I experience when I feel completely 
absorbed by what certain authors have written.
19. I can't see  why I go to college and frankly,
I couldn't care less.
20. For the satisfaction I feel when I am in the process of 
accomplishing difficult academic activities.
21. To show myself that I am an intelligent person.
22. In order to have a better salary later on.
23. Because my studies allow me to continue to learn about 
many things that interest me.
24. Because I believe that a few additional years of 
education will improve my competence as a worker.
25. For the "high” feeling that I experience while reading 
about various interesting subjects.
26. I don't know; I can't understand what I am 
doing in school.
27. Because college allows me to experience a personal satisfaction in
my quest for excellence in my studies.
28. Because I want to show myself that I can succeed in my 
studies.
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
2 3 4 5 6
© Robert J. Vallerand, Luc G. Pelletier, Marc R. Blais, Nathalie 
M. Briere, Caroline B. SenGcal, Evelyne F. Vallieres, 1992
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Sent: Tuesday, September 17, 2013 8:43 
To: Pat Terenzini; Evanda Watts-Martinez;
Subject: RE: Use of the Institutional Integration Scales for Dissertation Study
Thanks Pat, and best of luck with your research Evanda. Cordially, ernie
From: Pat Terenzini [mailto:
Sent: Tuesday, September 17 7 ^ 4  dm
To: 'Evanda Watts-Martinez'; l.edu
Cc: Pascarella, Ernest T
Subject: RE: Use of the Institutional Integration Scales for Dissertation Study
Hi, Evanda, and thanks for your interest in the integration scales Ernie Pascarella and I 
developed. I f  you are not already aware o f  it, information on the scales' psychometric properties 
is given in:
Pascarella, E.T., & Terenzini, P.T. (1980). Predicting persistence and voluntary dropout decisions 
from a theoretical m odel. Journal o f  Higher Education. 51, 60-75.
Terenzini, P.T., Lorang, W.G., & Pascarella, E.T. (1981). Predicting freshman persistence and 
voluntary dropout decisions: A  Replication. Research in Higher Education. 15, 255-265.
Fox, R. N . (1984). Reliability and discriminant validity o f  institutional integration scales for 
disadvantaged college students. Educational and Psychological M easurem ent 4 4 , 1051-1057.
The scales and the items com prising them are in the public domain. Ernie and I ask only that you  
acknow ledge their source in your research and any subsequent reports, presentations, papers or 
articles.
Thanks for your interest and good luck with your research.
Pat Terenzini
* * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * *
Patrick T. Terenzini
Distinguished Professor and Senior Scientist, Emeritus 
Center for the Study o f Higher Education 
Pennsylvania State University
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Institutional Integration Scale
(Pascarella & Terenzini, 1980)
Peer-Group Interactions Strongly
Agree
1. Since com ing to this university I have developed  
close personal relationships with other students
2. The student friendships I have developed at this 
university have been personally satisfying
3. My interpersonal relationships with other students 
have had a positive influence on my personal growth, 
attitudes, and values
4. My interpersonal relationships with other students 
have had a positive influence on my intellectual growth 
and interest in ideas
5. It has been difficult for me to meet and make friends with 
other students
6. Few o f  the students I know would be willing to listen to 
me if  I had a personal problem
7. M ost students at this university have values and attitudes 
different from my own.
5
Agree Not Disagree Strongly 
Sure Disagree
3 1
Interactions with Faculty
1. My non-classroom interactions with faculty have had 
a positive influence on my personal growth, values 
and attitudes
2. My non-classroom interactions with faculty have had a 
positive influence on my intellectual growth and interests 
in ideas
3. My non-classroom interactions with faculty have had a 
positive influence on my career goals and aspirations
4. Since com ing to this university I have developed a close, 
personal relationship with at least one faculty member
5. I am satisfied with the opportunities to meet and interact 
informally with faculty members
Strongly Agree 
Agree
Not Disagree Strongly 
Sure Disagree
3 2 1
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Faculty Concern for Student Development and Teaching Strongly Agree Not Disagree Strongly
Agree Sure Disagree
1. Few o f  the faculty members I have had contact with are 5 4 3 2 1
generally interested in students
2. Few o f  the faculty members I have had contact with are 5 4 3 2 1
generally outstanding or superior teachers
3. Few o f  the faculty members I have had contact with are 5 4 3 2 1
willing to spend time outside o f  class to discuss issues o f
interest and importance to students
4. Most o f  the faculty members I have had contact with are 5 4 3 2 1
interested in helping students grow in more than just
academic areas
5. M ost faculty members I have had contact with are genuinely 5 4 3 2 1
interested in teaching
Academic and Intellectual Development Strongly Agree Not Disagree Strongly
Agree Sure Disagree
1. I am satisfied with the extent o f  my intellectual 5 4 3 2  1
development since enrolling in this university
2. My academic experience has had a positive influence 5 4 3 2 1
on my intellectual growth and interest in ideas
3. 1 am satisfied with my academic experience at this 5 4 3 2 1
university
4. Few o f  my courses this year have been intellectually 5 4 3 2 1
stimulating
5. My interest in ideas and intellectual matters has increased 5 4 3 2 1
since com ing to this university
6. 1 am more likely to attend a cultural event (i.e., concert, 5 4 3 2 1
lecture ,art show) now than I was before com ing to this
university
7. I have performed academically as well as I anticipated 5 4 3 2 1
I would
Institutional and Goal Commitments Strongly Agree Not Disagree Strongly
Agree Sure Disagree
1. I am confident that I made the right decision in choosing 5 4 3 2 1
to attend this university
2. It is likely that 1 will register at this university next fell 5 4  3 2 1
3. It is important to me to graduate from this university 5 4 3 2 1
4. I have no idea at all what I want to major in 5 4 3 2 1
5. Getting good grades is not important to me 5 4 3 2 1
6. It is not important to me to graduate from this university 5 4 3 2 1
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Persistence Behavior Questionnaire
Check ( v'') one response on each line that best reflects your enrollment plans and experiences at 
your HBCU.
1. Do you plan to continue your education at your current institution during the spring semester?
Yes No______
If you have answered no, please stop here and forward your questionnaire to Evanda 
Watts- Martinez.
2. Have you registered for the fall 2015 semester? Yes_____ No______
2a. Do you have a plan (in the form of direct payment, financial aid, student loans, scholarship, 
etc.) in place to pay for the spring 2015? Yes_____ No______
3. Do you attend your current courses regularly? Yes____  No______
4. Would you consider your performance levels in your courses for the fall 2014 to be:
More than Satisfactory  Satisfactory  Less than Satisfactory____
5. Students in good standing at their universities often earn an overall grade point average (GPA) 
of 2.0 and higher. Do you anticipate that the overall GPA you earn at the end of the fall term 
will enable you to be in good standing at your university?
Yes ____ No
Demographics Survey
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Please respond to following demographic questions.
1. What is your age? 2. What is your gender?
18-21_______ Male_____
22-25_______ Female_____
25+ Other_____
3. Are you classified as a sophomore or second year student at your HBCU? Yes
No_____
Have you been at your current HBCU since your first semester of college? Yes 
No_____
4. What is your student status?
Full-time_______
Part-time_______
5. Which of the below items best describe you?
 I live on campus
 I live off campus in a property owned by my HBCU
 I live off campus
6. Are you an active member of a club, organization, or committee on campus?
Yes No_____
7. Are you employed? Yes  N o_____
If yes, please check the item(s) that apply to you.
 I am employed on-campus
 I am employed off-campus
3 6 7
Appendix D
The Survey Administration Process
The goal of the survey administration process for this study is to have a procedure in place, which 
would allow for the effective distribution and collection of information. Following high standards 
of participant anonymity and confidentiality, it is expected that the test administrators will collect 
quality and trustworthy data from participants.
To ensure that the survey is administered to all groups of participants in the same manner, a script 
(see next page) has been developed to read to students when the survey is administered.
A survey packet consisting of the MSCEIT and its answer sheet, an AMS, IIS, PBQ, a 
Demographic Questionnaire, and a number 2 pencil will be included in a large envelope and 
distributed to students.
Prior to leaving the survey-administration site, participants will drop their completed survey 
packets in a box provided by the test administrators.
Training for the Second Survey Administrator
The principal investigator will be the primary administrator of surveys. The principal investigator 
will train another survey administrator on the following:
• Preparing survey packets for distribution
• Interacting with participants prior to and during survey administration
• Helping students feel comfortable and establish an atmosphere of trust and confidentiality
• A review of:
o The purpose of the study
o The recruitment or letter inviting students to participate in the study
o The review of the consent form, surveys and survey items 
o The importance of safeguarding student anonymity and confidentiality
o Test administrators will sign a statement of student privacy
o The schedule of survey administration
o The Survey Administrator’s Script
Written instructions to the survey administrator will be provided prior to the survey 
administration date. A follow-up call and a meeting in advance to visiting the survey sites will 
take place to ensure that instructions are understood.
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The Survey Administrator’s Script
STEP 1 Good moming/aftemoon/evening students! I would like to thank each of you for
participating on the study on Students' Self-Determination Motivation, Emotional 
Intelligence and Academic Persistence, which examines Second Year Students at 
a Public and a Private Historically Black University. This study is conducted in 
partial fulfillment of my or Evanda Watts-Martinez’s requirements for the 
Doctorate Philosophy Degree at The College of William and Mary’s School of 
Education.
STEP 2 The purpose of this investigation is to explore the influence of self-determination
on the students’ intrinsic (or internal) or extrinsic motivation (or external), 
emotional intelligence and persistence of second year Black students attending a 
private versus a public HBCU. It not only seeks to discover the relationships 
existing between and among the students' intrinsic or extrinsic motivation, 
emotional intelligence, and their persistence attitudes or behaviors, but also the 
degree to which emotional intelligence mediates or influences these constructs.
• ARE THERE ANY QUESTIONS?
PA USE HERE TO ANSWER ANY QUESTIONS
STEP 3 In front of you are your survey packets, which include an Informed Consent
document. Would you please open your packets and pull out the document 
entitled “Informed Consent.” THE SURVEY ADMINISTRATOR SHOULD 
HOLD UP HER COPY AS AN EXAMPLE.
STEP 4 I want to remind you that your confidentiality will be preserved and your real
name will not be stated on the surveys. Also, your identity will not be associated 
with the data collected, and your grades, registration status, student status, and 
academic reputation and standing will not be affected by your responses.
Your participation is voluntary other individuals will not be made aware of your 
decision to withdraw from the study. You may refuse to answer any questions 
asked, and may discontinue participation at any time. Should you decide to 
withdraw your participation in this study, there will be no penalty or 
consequences.
STEP 5 As the survey administrator, I will adhere to strict procedures to protect your
privacy and allow for your anonymous participation in this study. Please do not 
write your name on the surveys, booklets, or answer sheets. The results of this 
study will not be reported by your names or any other personal identifying 
information.
• PA USE HERE TO ANSWER PARTICIPANTS' QUESTIONS
• DISTRIBUTE SURVEY PACKETS
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• INSTRUCT PARTICIPANTS TO OPEN THEIR PACKETS AFTER THEY 
HA VE BEEN DISTRIBUTED.
STEP 6 INSTRUCT PARTICIPANTS IN FILLING OUT THE SURVEYS
Please look at the first survey—the Academic Motivation Scale. This scale is 
designed to measure your intrinsic (internal) and extrinsic (external) motivation 
levels. You may write on this form. Respond by circling the items, which best 
represent your perspective.
Please take a look at the second survey—The Mayer, Salovey, Caruso, 
Emotional Intelligence Test. In this survey, you will respond to items that will 
assess your ability to perceive (comprehend), facilitate (reason with), understand, 
and manage your emotions. Your responses should be recorded on the answer 
sheet enclosed in the MSCEIT booklet. Once we are ready to begin this survey, I 
will read through the important instructions as outlined by the MSCEIT Manual.
On the third survey—the Institution Integration Scale—you will respond to 
items that would assist with understanding your perceptions of your current 
academic environment. You may write on this form. Respond by circling the 
items, which best represent your perspective.
The fourth survey—the Persistence Behavior Questionnaire. Your responses 
on this instrument will allow for an approximal measure of your continued 
enrollment for next semester. You may write on this form. Respond by circling 
the items, which best represent your perspective.
The final questionnaire is a Demographic Survey, which allows us to capture 
important information concerning the characteristics of participants of this study. 
With this information we will be able to track certain trends in the response data. 
You may write on this form. Respond by circling the items, which best represent 
your perspective or who you are.
Please read the instructions in each o f  the surveys. I f  you need clarification on 
the instructions, raise your hand and I  will provide general explanation to 
alleviate any confusion.
Be sure to read every question carefully. When you have completed each 
questionnaire, look back through each o f  them to make sure that you have not 
skipped any questions you wanted to answer.
Once you have completed and submitted your survey packets, please place them  
the drop-box provided.
As a token o f  our appreciation fo r  participation in this study, we have 
certificates fo r  you. Please pick them up before leaving the room.
Thank you for participating in this study. The information that you have 
provided will assist with understanding the relationships and associations 
between the self-determination motivation, emotional intelligence, academic 
persistence attitudes and persistence behaviors of Black second year
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private/public HBCU students. You may obtain the findings of this research by 
contacting Evanda Watts-Martinez, the primary investigator for this study at
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Test-Administrators’ Pledge of Confidentiality
The primary investigator for the study on Students' Self-Determination Motivation, Emotional 
Intelligence and Academic Persistence: An Examination of Second Year Students at a 
Public and a Private Historically Black University is committed to honoring the confidentiality 
and autonomy of participants’ responses on surveys.
The information collected from this study will not be disclosed to other parties. I will keep all 
data obtained from students’ responses confidential and demonstrate caution to support students’ 
privacy. Therefore, I pledge to follow all procedures in place to protect the information of the 
participants of this study.
Test Administrator _______________________
Primary Investigator 
Date
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O ctober 23 , 2014
External IRB Approval E2014-10-001 
Dear Ms. Watts-Martinez,
T h e f l m B  University IRB has approved your request to recruit subjects from the 
BBfcam pus to participate in your research.
Your study “Students’ Self-determined Motivation, Emotional Intelligence and 
Academic Persistence: An Examination of Second Year Students at a Public and a 
Private Historically Black University”, was approved by the College of William and Mary 
Protection of Human Subjects Committee on September 8, 2014. This approval is granted 
for a period ending September 8,2015. If changes in personnel or research protocol occur, 
or if the project continues beyond the designated termination date, please submit a request to 
change or continue the project.
We look forward to working with you. 
Sincerely,
Ph.D.
Chair, Institutional Review Board 
| University
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N ovem b er 6, 2 0 1 4
Office Progams 
University
Mrs. Evanda Watts-Martinez
Re: H H i IRB# 14-03-Approval 
Dear Mrs. Watts-Martinez
The H H i  University Human Subjects Institutional Review Board received your request 
for approval to conduct your “Students' Self-determined Motivation, Emotional Intelligence and 
Academic Persistence-. An Examination o f Second Year Students at a Public and a Private 
Historically Black University” research.
A review was conducted by the Committee and you were officially approved to conduct your 
study as of November 4, 2014. This approval will expire on November 3,2015. Any required 
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Emotional Intelligence as Measured by the 
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MSCEIT©
Branches of Emotional Intelligence Task Section Questior
Perceiving Emotions Faces A 1-4
Pictures E 1-6
Facilitating Thought Facilitation B 1-5
Sensations F 1-6
Understanding Emotions Changes C 1-20
Blends G 1-12
Managing Emotions Emotional
Management D 1-5
Emotional
Relations H 1-3
Multi-Health Systems, Inc. (2002)©
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Persistence Attitudes as Measured by the 
Academic Motivation Scale 
(AMS-C 28)©
Self-Determination Orientation & Dimensions Questions
Intrinsic Motivation
To know 2
9
16
23
Toward Accomplishment 6
13
20
27
To Experience Stimulation 4
11
18
25
Extrinsic Motivation
Identified 3
10
17
24
Introjected 7
14
21
28
3 7 6
E xtern a l R eg u la tio n
Amotivation
5
12
19
26
Persistence Attitudes 
As Measured by 
The Institution Integration Scale © 
(IIS)
Attitudes Questions
Peer-Group Interactions 1-7
Interactions with Faculty 1-5
Faculty Concern for Student Development & Teaching 1-5
Academic & Intellectual Development 1-7
Institution & Goal Commitments 1-6
3 7 7
Persistence Behavior as Measured by the 
Persistence Behavior Questionnaire
(PBQ)
Persistence Behavior Questions
Plans to continue education 1
Registration Plans 2
Payment Plan 2a
Regular Course Attendance 3
Performance Levels in Courses 4
Anticipate a GPA in Good Standing w/Institution 5
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